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An Abstract 
Purpose of the Study 
The purpose of this study was to evaluate the effect 
relevant special education inservice training has on the perceptions 
of regular class teachers. 
Findings 
As a result of the study, the following findings were 
revealed: 
1. Subjects did not perceive mainstreaming to be academically 
costly 
2. Inservice training and other factors may contribute 
to the modification of teacher perceptions 
Conclusions 
The following conclusions were drawn from this study: 
1. Inservice training only minimally modifies 
teacher perceptions regarding the academic 
cost of mainstreaming. 
2. Teacher perceptions toward mainstreaming based 
on age or experience have no significant 
relation to these variables. 
3. Teacher perceptions of success with handicapped 
students may be a factor in determining his/her 
perception of mainstreaming. 
Recommendations 
Based on the findings and conclusions of this study, the 
following recommendations are made: 
1. Regular teachers should be involved in planning 
of inservices. 
viii 
2. Assessment of teacher performance should be 
made in actual classroom environments to 
determine academic cost of mainstreaming. 
3. Inservice training can provide a positive 
reinforcer in influencing teacher per¬ 
ceptions provided it relates specifically 
to the inclass cases participants are 
involved with directly. 
4. Research needs to be directed toward identifying: 
a) How many handicapped individuals can be 
placed in one regular classroom before a 
detriment to the learning environment is 
effected. 
b) The degree of severity of the students 
handicaps should be considered which 
demands or requires much of the regular 
teacher's time. 
c) Why teachers feel more prepared as a 
result of academic rather than inservice 
preparation. 
d) Needs to establish the relationship 
between teachers perception of success 
with the special child and the students 
actual performance. 
e) Teachers perceived ability to provide 
appropriate educational experiences 
for special needs child. 
IX 
A STUDY OF THE EFFECT OF INSERVICE TRAINING 
ON TEACHER PERCEPTIONS OF THE 
ACADEMIC COST OF MAINSTREAMING 
A Thesis 
Presented to 
The Faculty of the School of Education 
The Atlanta University 
In Partial Fulfillment 
of the Requirements for the Degree of 
Specialist of Education 
by 











Gamaliel W. Hilson 
ACKNOWLEDGEMENTS 
Sincere appreciation is expressed to members of my committee, 
Dr. Brenda Rogers, Chairperson of Special Education Department 
and major advisor, Dr. Ralph Frick, Dr. Ron Carter, Dr. Collette 
Hopkins of Atlanta University for the helpful suggestions given 
during the course of study. 
Special thanks are given to Dr. John Houston and Dr. Anthony 
Strange of Fort Valley State College, whose assistance is greatly 
appreciated for their assistance in the preparation and inter¬ 
pretation of the data. 
Special gratitude is expressed to my husband, Ronald Harris 
and my brother, Gamaliel Hilson, Jr. whose encouragement and 
support saw me through this study. Special thanks is extended 
to my sons, Landon and Sherwin Harris, who were patient and 
understanding during the writing of this study. 
An abundant expression of thanks is extended to my mother 
who is my source of inspiration. Without her encouragement, 
support, resourceful help and love, the completion of this 
research study would not have been possible. 
IV 
TABLE OF CONTENTS 
Page 
ACKNOWLEDGEMENTS  iv 
LIST OF TABLES  vii 
Chapter 
I. INTRODUCTION  1 




Definition of Terms 
Need for the Study 
The Importance of the Study 
II. REVIEW OF RELATED LITERATURE  11 






The Inservice Program 
Instrumentation 
Procedures 
Data Analysis Procedures 
Conclusions 
IV. PRESENTATION AND ANALYSIS OF DATA  45 
Introduction 
Summary of Findings 
Demographic Data 
Analysis to Pretest Findings 
Analysis Related to Pre and Post Test Comparisons 
Within Experimental Group 
Analysis Related to Pre and Post Test Comparisons 
Within Control Group 









BIBLIOGRAPHY  62 
APPENDIX  
1- Mainstreaming Questionnaire 
2- Checklist for Planning Inservice 
3- Letters and Memorandums 
4- Inservice Manual 
LIST OF TABLES 
Table 
1. Demographic Data 
2. Comparisons of Pre Test Similarities/Differences 
3. Comparisons of Within Group Perception of 
Experimental Group 
4. Comparisons of Within Group Perception of 
Control Group 




Purpose of the Study 
The purpose of this study was to evaluate the effect 
relevant special education inservice training has on the perceptions 
of regular class teachers. 
Findings 
As a result of the study, the following findings were 
revealed: 
1. Subjects did not perceive mainstreaming to be academically 
costly 
2. Inservice training and other factors may contribute 
to the modification of teacher perceptions 
Conclusions 
The following conclusions were drawn from this study: 
1. Inservice training only minimally modifies 
teacher perceptions regarding the academic 
cost of mainstreaming. 
2. Teacher perceptions toward mainstreaming based 
on age or experience have no significant 
relation to these variables. 
3. Teacher perceptions of success with handicapped 
students may be a factor in determining his/her 
perception of mainstreaming. 
Recommendations 
Based on the findings and conclusions of this study, the 
following recommendations are made: 
1. Regular teachers should be involved in planning 
of inservices. 
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2. Assessment of teacher performance should be 
made in actual classroom environments to 
determine academic cost of mainstreaming. 
3. Inservice training can provide a positive 
reinforcer in influencing teacher per¬ 
ceptions provided it relates specifically 
to the inclass cases participants are 
involved with directly. 
4. Research needs to be directed toward identifying: 
a) How many handicapped individuals can be 
placed in one regular classroom before a 
detriment to the learning environment is 
effected. 
b) The degree of severity of the students 
handicaps should be considered which 
demands or requires much of the regular 
teacher's time. 
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result of academic rather than inservice 
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actual performance. 
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Regular education teachers have had to assume new roles of 
responsibility with the integration of special education students 
into regular classes. It is vitally important to understand 
regular teachers attitudes toward the mainstreaming of handi¬ 
capped children. Negative attitudes of teachers toward main- 
streaming are influences that will affect these students from 
benefiting academically, socially and emotionally from their 
school experience. 
Expectation and assumption interfere with 
the accurate perception of others. People 
cannot take in good information from the out¬ 
side world if they fill in the holes in their 
experiencing with data from outside. When 
they resort to internally generated experi¬ 
ence for understanding others, they are 
placed in a position where the error risk is 
quite high. In effect, when individuals 
impose their beliefs or interpretations on 
others' communication, they begin to 
experience such persons as they want them 
to be rather than as they are. 
In this paper modification of teachers perceptions is ad¬ 
dressed. The basic attitude of regular teachers toward mainstreaming 
1 Anderson, K., Milliren, A., Structured Experiences for 




is perceived as being academically costly. The basic approach of 
this research provides teachers with inservice training. Regular 
teacher attitudes concerning the academic cost will be examined 
before and after the inservice to establish if regular teacher 
attitudes were modified. 
The Problem And Its Setting 
The Statement of the Problem 
Regular class teachers view mainstreaming as being academi¬ 
cally costly. The purpose of this research was to evaluate the 
effect relevant special education inservice training has on the 
perceptions of regular class teachers. 
Hypothesis 
Inservice training has no significant effect on the 
academic cost of mainstreaming. 
Research Questions 
The following research questions were addressed: 
1) What effect does inservice training have on 
teacher perceptions based on age? 
2) What effect does inservice training have on 
teacher perceptions based on experience? 
The Delimitations 
The research information presented will not totally uncover 
all the existing perceptions, nor will it specifically determine 
that the perceptions measured are the result of academic cost. 
Another aspect must be considered: the teacher's perception of 
3 
his/her own ability to work with handicapped children and regular 
children in the same environment. 
The study will not address the socio-emotional effects of 
the mainstream environments on the handicapped student; the cause 
of which may create an environment that is academically costly to 
the student. 
The perceptions of teachers have been affected by their 
efforts to comply with Public Law 94-142. The research will not 
denote specific reasons for adverse perceptions if they do not 
relate to academic cost. 
Indepth study of inservice methodologies will not be thor¬ 
oughly discussed, though studies warrant the need for meaningful, 
relevant, coordinated, systematic, inservice programs that have 
sound methods, formats and designs. 
The research is designed to specifically compare teacher 
perceptions of the academic cost of mainstreaming after training. 
The research will make the assumption that teachers need 
retraining whether they have favorable or unfavorable perceptions 
of mainstreaming. This is based on the fact that teachers need 
to be abreast of changes in knowledge and skill. This also 
denotes that inservice training may enhance perceptions and 
increase positive attitudes based on the relationship between 
teachers' level of attitude and their corresponding behavior 
to the different levels. 
The researcher acknowledges the use of the instrument by 
other writers and its inclusion in a noted indexé 
^Social Science Citation Index, Institute for Scientific 
Information. Philadelphia, Vol. 81, 1981, p. 9282. 
4 
Only selectively covered source publications which meet the 
criteria established by the Institute for Scientific Informa¬ 
tion is published in this index. No scientific data to show 
the reliability of the test were found. 
The Definition of Terms 
Academic Cost - deals primarily with possible detrimental 
effects of mainstreaming on the conduct of the regular class¬ 
room and on the academic progress of both normal and handicapped 
students. These include items dealing with disruption of usual 
routines (e.g., "The handicapped child in the regular classroom 
consumes too much of the teacher's time and attention") as well 
as possible hindrances to academic progress (e.g., "Handicapped 
children cannot profit greatly from ordinary school") J 
Mainstreaming - involves an educational placement procedure 
and process for exceptional children based on the conviction 
that each child should be educated in the least restrictive 
environment in which his educational and related needs can be 
2 satisfactory provided. 
Handicapped - refers to those children evaluated in accord¬ 
ance with P.L. 94-142 as being mentally retarded, hard of hearing, 
deaf, speech impaired, visually handicapped, seriously emotionally 
\iora P. Schmelkin, "Teachers' and Nonteachers' Attitudes 
Toward Mainstreaming," Exceptional Children. Vol. 40, 1981, p. 44. 
2 
Reynolds, M., Birch, J., Teaching Exceptional Children In 
All America's Schools, 1982, The Council for Exceptional Children, 
Reston, Virginia, p. 10. 
5 
disturbed, orthopedically impaired, other health impaired, deaf- 
blind, multi-handicapped, or having specific learning disabilities, 
who because of those impairments need special education and related 
services.^ 
Perception - an active process by means of which we select, 
organize, and give meaning to the information we receive from 
both external and internal sources; characteristic expectations 
2 of others; a view of others. The researcher acknowledges the 
use of the word attitude or opinions by other writers but prefers 
to use perceptions to denote similar meaning. 
Inservice training - Yarger includes all activities engaged 
in by the professional personnel during their service and designed 
to contribute to (professional) improvement. However, only the 
activities in which the participants engaged during the study 
will be referred to as inservice training. 
The Need for the Study 
According to Yarger, many factors have recently converged to 
underscore the contemporary importance of inservice teacher education. 
These factors include not only the demographics of the teacher 
population but also public perceptions of the competency of both 
students and teachers, recognition of the shortcomings of 
^Federal Register. Vol. 42, No. 163, August, 1977, p. 42478, 
Sec. 121a, 636-121 a. 534. 
? 
Coleman, James C., Psychology and Effective Behavior, Scott, 
Foresman and Co., 1969, p. 122, 168. 
3 
Yarger, Sam J., "Inservice Teacher Education," Encyclopedia 
of Educational Research, 5th Edition, Free Press, 1982, p. 884. 
6 
preservice teacher education, and finally, the interest that 
teachers themselves have demonstrated in improving their pro¬ 
fessional skills. He also refers to the Time Magazine article, 
"Help" Teacher Can't Teach," 198C)J which demonstrates the 
current media's interest in teacher competency which has led 
to increased political interest in inservice teacher education. 
In addition, there is a widely held conviction that inservice has 
potential for significant positive impact on the quality of current 
school programs. 
Even though mainstreaming has been a part of public schools 
since the 1970's complaints pertaining to its being effectively 
integrated are still evident. Gottlieb refers to a study done 
by Shotel, Iano and Mcgetty concerning regular teachers' attitudes 
of the appropriateness of the integration for EMR children, as 
well as for learning disabled and emotionally disturbed children. 
These teachers were asked whether they agreed or disagreed that 
most children of each exceptionality should generally be in 
regular class for most of the day and attend special classes or 
resource room for part of the day. The results of Shotel study 
showed that regular teachers are unified in their belief that 
mainstreaming even with special education support is not the 
most appropriate placement for many EMR children. The regular 
class teachers felt that a regular classroom with either special 
materials or resource room services available was the most 
^Powers, David A., "Mainstreaming and the Inservice Education 
of Teachers," Exceptional Children, Vol. 49, Number 5, 1983, The 
Council for Exceptional Children 
7 
appropriate placement for mildly handicapped children. The results 
of the Shotel study also indicated that most regular teachers were 
not at the extreme positive end of the continuum, particularly 
once they have taught handicapped children.^ 
However, additional evidence on regular teachers' feelings 
about the appropriateness of mainstreaming reviewed from the data 
from Project PRIME (Programmed RE-entry Into Mainstream Education) 
a large-scale descriptive correlational study of mainstreaming in 
Texas, suggests that regular teachers feel that many cognitive 
and social problems could be handled adequately in the regular 
classroom. Gottlieb cites data from Gickling and Teobold (1975) 
study, to suggest that regular education teachers' feelings favor 
3 
integration for some and segregation for others. Many teachers' 
attitudes would thus be located in the center of a continuum. 
Though the literature denotes a somewhat general acceptance 
of mainstreaming, there still remains the teacher's view of the 
student which affects the nature of the interaction between 
teacher and student. The student's achievement is affected by 
the teacher's attitude of her competence to teach handicapped 
students. The teacher constantly communicates important messages 
to students about their attitudes toward individual differences. 
It becomes obvious to all students whether the teacher favors 
^Gottlieb, Jay, Educating Mentally Retarded Persons in the 




the high-achieving students, feels respect, pity, or disgust for 
students who have special problems, believes that every person 
has inherent value; or is prejudiced against people who are 
different.^ Without knowing how to successfully structure the 
environment and alter attitudes to accompany both regular and 
handicapped students, the manner in which teachers teach can 
affect the student's development. 
According to Woodward there exists a direct relationship 
between the amount of activity a teacher engages in with students 
and the students' concomitant degree of attention. Greater 
teacher involvement elicits and maintains greater student atten¬ 
tion. Though these statements directly affect the successful 
development of students, it requires a significant amount of 
responsibility for the teacher. "Teachers must possess the skills 
2 
and training that are essential to make these adjustments." 
Other factors related to teachers' attitudes that influence 
their degree of acceptance of mainstreaming are: 
1) their knowledge of special children's 
academic and social behavior 
2) their feelings about their own compe¬ 
tence to teach retarded children 
3) their expectation of receiving 
assistance in teaching exceptional 
children from valued supportive 
services 
^Turnbull, Ann P., Schulz, Tune B., Mainstreaming Handi- 
capped Students, Boston: Allyn and Bacon, Inc., 1979, p. 340. 
2 
Woodward, Delores M., Peters, Delores J., The Learning 
Disabled Adolescent, Maryland: ASPEN Publishing, 1983, p. 
75. 
9 
4) their beleifs concerning the advantages and 
disadvantages of different educational 
placement for special children 
5) their attitudes toward other teaching- 
related matters 
6) the failure to immediately locate materials 
and personnel 
7) the inability to incorporate lesson plans 
that can be used with both regular 
students and special needs students 
As a result of these factors lethargy and frustration are often 
experienced. 
The only requirement and prior knowledge these teachers have 
in working with special education students is obtained through the 
one special education course required by the county. Though 
special education county inservice training is available to 
teachers, most do not participate in them, but prefer to attend 
inservice activities related to their own field of study. This 
lack of incentive to become involved and the wilting interest of 
regular teachers prompted the researcher to survey the perceptions 
of teachers and to provide inservice programs that would address 
the needs of teachers. In order to be accessible, the inservice 
activity will be provided within the school. In addition, methods 
and materials will be provided for the teacher which can be used 
in the classroom to reduce the academic cost of mainstreaming. 
The Importance of the Study 
Major changes in the last decade have made the need for in- 
service critical for those teachers who work with the handicapped. 
In order to meet this need, inservice should be based on a care¬ 
fully developed plan to assist teachers by providing support 
10 
systems, knowledge and skill training. Not all teachers hired to 
teach have been trained to work specifically with children who have 
handicaps. 
The most supporting aspect of the need for inservice is 
stated in the mandate of P.L. 94-142, that every state plan must 
include inservice training procedures for all personnel who are 
engaged in the education of the handicapped individual.^ The 
National Advisory Committee on the Handicapped (1977) estimated 
the number requiring this service to be 260,000 special education 
and 2,000,000 regular education personnel. Given the magnitude 
of this need, the Office of Special Education and Rehabilitative 
3 
Services has identified inservice as a national priority. 
Regular teachers who may not have been trained to work 
with the handicapped are now expected to work with them. For 
these teachers the time that is devoted to handling the needs of 
handicapped students is perceived as being academically costly. 
Effective inservice training would modify teacher attitudes or 
perceptions, thus affecting students in a positive way. 
Browder, Diane, "Guidelines for Inservice Planning." 
Exceptional Children, Vol. 49, No. 3, 1982, The Council for 




The Review of the Related Literature 
The purpose of this chapter is to review the literature. 
The research concerns itself with mainstreaming the handicapped, 
problems, suggestions and successful programs, teacher attitudes 
toward mainstreaming and how these attitudes may be improved 
through inservice and preservice training and other alternative 
inservice options. 
Mainstreaming the Handicapped 
Many handicapped children have been placed in regular class¬ 
rooms for some part of the school day, as a result of the federal 
mandate for the least restrictive environment. If the majority 
of handicapped children, the mildly and moderately retarded, 
children with behavioral disorders, language and learning problems, 
or children with orthopedic difficulties will be part of regular 
classrooms, there must be increased efforts to work with the 
regular classroom teacher. 
Teachers are afraid and don't know what to expect when it 
comes to handicapped children.^ Many studies have shown that 
^Reynolds, M., Birch, J., Teaching Exceptional Children In 
All America's Schools, Reston, Virginia, The Council for Excep¬ 
tional Children, 1982, p. 320. 
11 
12 
teachers exhibit anxieties when confronted with the possibility 
of the placement of the physically handicapped child in their 
classroom.1 
Problems Associated with Mainstreaming 
Teachers are also frustrated with the placement of learning 
disabled and behavior disordered children in regular classes. The 
amount of time teachers average in assisting the mildly handi¬ 
capped has not received a lot of research attention. However, 
a questionnaire prepared by Kirk that specifically pertains to 
learning disabled children was prepared to assess teachers' 
2 
attitudes. Future research needs to be directed toward discover¬ 
ing the amount of time teachers average in assisting mildly handi¬ 
capped (e.g. learning disabled, behaviorally disabled, educable 
mentally retarded) students placed in regular classrooms, according 
to Brulle, Barton, Barton and Wharton. 
Another problem of mainstreaming is that part of the diffi¬ 
culty may have come about when education authorities interpreted 
the mandate P. L. 94-142 to mean that most if not all, handicapped 
children should be mainstreamed. Gresham points out the need for 
criteria for determining whether a student possess the skills to 
^Brulle, Andrew R., Barton, Lyle E., Barton, Carolyn L., 
Wharton, Donald L., "A Comparison of Teacher Time Spent with 
Physically Handicapped and Able-Bodied Students," Exceptional Children, 
Vol. 49, No. 6, 1983, The Council for Exceptional Children, pp. 543-545. 
2 
Kirk, Samuel, "A Survey of Attitudes Concerning Learning 
Disabilities," Journal of Learninq Disabilities, Vol. 12, No. 4, 
April, 1979, p. 238. 
13 
benefit from and successfully function in the mainstream.^ 
Identification of skills necessary for successful performance 
in the mainstream setting should be identified. Cook and Leffingwell 
report that the field of education is losing capable, qualified 
people to other occupations. The stress of teaching has become 
excessive. This stress stems from problems such as lack of role 
clarity, lack of time, lack of material resources, and insufficient 
recognition and reinforcement. The roles and levels of stress 
differ. Each stressful situation has to be evaluated individually. 
The concern of regular teachers regarding mainstreaming suggests 
to researchers that a need exists to discover ways and means to 
2 
reduce these stressors. 
Many special educators are not returning to the classroom 
along with regular classroom teachers. A study was done to deter¬ 
mine how many special education personnel in Kansas were not 
returning each year and their reasons for leaving. Of those 
personnel citing many reasons for not returning, lack of admini¬ 
strator support and paperwork burdens were frequently reported 
as major problems.^ 
Sal end, Spencer J., "Factors Contributing to the Development 
of Successful Mainstreaming Programs," Exceptional Children, Vol. 
50, No. 5, 1984, p. 409. 
2 
Cook, Jean M., Leffingwell, Jon R., "Stressors and Remediation 
Techniques for Special Educators," Exceptional Children, Vol. 49, 
No. 1, 1982, The Council for Exceptional Children, p. 54. 
3 
McKab, Paul, "Special Education Personnel Attrition in 
Kansas, 1976 to 1982: A Summary of Attrition Rates and an Analysis 
of Reasons for Quitting," Emporia State University, Kansas, Office 
of Special Education and Rehabilitative Services (ED.), Washington 
DC, Division of Personnel Preparation. 
14 
Guetzloe and Cline suggests that little compensation for 
regular classroom teachers has been provided. Additional 
planning, paperwork and meetings have been required to meet the 
needs of the exceptional child. While Public Law 94-142 (The 
Education for All Handicapped Children Act of 1975) authorizes 
the use of supplementary aids and services to assist handicapped 
students in regular classes, nowhere in the regulations are the 
safeguards to ensure reasonable class size or teacher workload.^ 
Suggestions and Successful Programs of Mainstreaming 
It would appear that the state education agency being respon¬ 
sible for general supervision of all education programs within the 
state should assume the leadership role in determining the appro¬ 
priate procedures--consistent across local education agencies 
2 
to provide compensation to regular classroom teachers. The 
successful integration of handicapped children into the regular 
classroom may well depend upon the resolution of this issue. 
Research efforts have been made that offer suggestions for 
educators. The results of a study done by Guetzloe and Cline in¬ 
dicated that, at the state level, there are very few programs in 
effect or in the planning stage that would compensate regular 
classroom teachers for the additional responsibilities of main- 
streaming handicapped children. Suggestions were made by 
^Guetzlo, Eleanor, Cline, Ralph, "Compensation for Regular 
Classroom Teachers: State and Territorial Provisions," Exceptional 
Children, Vol. 49, No. 4, 1983, The Council for Exceptional 
Children, p. 363. 
2 
Op. cit., p. 366. 
15 
respondents in the study that negotiations between teacher organi¬ 
zations and local education agencies should be made. Procedures 
that have been suggested by various authorities include: a) 
additional pay; b) compensatory or released time, such as a 
shortened school day, extra planning time, or reduction or 
elimination of extra duty; c) lowering the pupil-teacher ratio; 
and d) lowering the pupil-adult ratio by assigning aides or 
other support personnel to the regular classroom.^ 
Several studies have suggested that increasing perceived 
similarities between handicapped and nonhandicapped individuals 
may facilitate attraction and thereby modify misconceptions and 
unfavorable attitudes. Westervelt and McKinney used a brief film 
designed to point out how the aspirations and interests of a 
handicapped child are similar to those of his or her nonhandi- 
2 
capped classmate. 
The identification of skills necessary for successful per¬ 
formance in the mainstream setting can aid the mainstreaming 
effort by providing placement teams with standards to consider when 
Federal Register, Vol. 42, No. 163, August 23, 1977, National 
Education Association. "A Teacher's Reference Guide to P. L. 94-142 
Washington DC: Author, 1979 National Education Association." 
Summary of responses of NEA members in the State of Florida to 
questions about P. L. 94-142. Survey conducted at the Southeast 
Regional NEA Conference, Atlanta, March 14-16, 1974. 
2 
Westervelt, Van D., McKinney, James D., "Effects of Film on 
Nonhandicapped Children's Attitudes Toward Handicapped Children," 
Exceptional Children, Vol. 46, No. 4, 1980, The Council for 
Exceptional Children, p. 294. 
16 
assessing a student's readiness for regular class placement.^ 
A competency based approach to mainstreaming whereby 
critical regular classroom academic and social behaviors are iden¬ 
tified, and the handicapped student's readiness is determined by 
2 
assessing his or her mastery of the identified criteria. Those 
students who demonstrate mastery should be considered for main- 
streaming, whereas those lacking the necessary competencies 
3 
should receive instruction in areas to increase their readiness. 
Many programs have been successful in aiding teachers with 
the dilemma of mainstreaming. Inservice programs for regular class 
teachers were conducted by resource teachers and involved consul¬ 
tation and workshops. Evaluation revealed that close support by 
resource teachers prompted more open-ended and individualized 
4 
assignments and greater student flexibility. 
An inservice training program designed to help physical 
education teachers involved with mainstreamed handicapped students 
was implemented. Two workshop goals were identified: 1) to 
increase the participants' comfort levels in their role with 
^Gresham, F. M., "Misguided Mainstreaming: The case for 
social skills training with handicapped children," Exceptional 
Children, 1982, vol. 48, p. 422-433. 
2 
Salend, S. J., & Lutz, J., "Mainstreaming or Mainlining: A 
competency based approach to mainstreaming," Journal of Learning 
Disabilities, in press. 
31 bid. 
%laher, Charles A., "A Team Approach to Planning and Evaluating 
Personal Preparation Programs in Public Schools," Exceptional 
Children, Vol. 49, No. 3, 1982, The Council for Exceptional 
Chi 1dren, p. 230. 
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mainstreamed students; and 2) to provide strategies, materials, 
curricula, and alternatives for use with the students, workshop 
content (including behavior management, information on student 
characteristics, and individualization) was identified, and the 
importance of using peer training and active learning in the in- 
service sessions was stressed. Evaluation and followup efforts 
indicated that the program was successful.^ 
Attitudes toward mainstreaming of 19 preservice teachers 
showed significant positive changes after participation in an intro¬ 
ductory special education course and practicum experiences. The 
subjects demonstrated greater acceptance of mainstreaming than 
either of two control groups (elementary education and special 
2 
education majors). 
A model developed from the University of Kansas special educa¬ 
tion department that centered on the need to understand and appreci¬ 
ate the diversity and multicultural components into special education 
teacher preparation of the curriculum was developed. This workshop 
model proposed for sharing information from the curriculum, 
involving faculty members in decision making and listing objectives 
and activities to facilitate awareness, knowledge, and skills in 
multicultural understanding. Professional growth and program 
evaluation were monitored to allow for progress to be outlined. 
^Drummer, Gail M. Windham, Geraldine M., "Mainstreaming in 
Physical Education: Planning and Implementing an inservice Teacher 
Training Activity," ERIC, Vol. 16, No. 1898, Jan. 1982, p. 305. 
2 
Yona, Leyser, et. al., "Modifying Attitudes of Prospective 
Elementary School Teachers Toward Mainstreaming," Journal for 
Special Educators, Vol. 18, number 4, p. 1-10, Summer, 1982. 
18 
This program outlined guidelines for Special Education Teacher 
trainers for Mainstreaming multicultural education into special 
educationJ 
The Adaptive Learning Environment Model (Alem) is an approach 
that was developed and field-tested at the University of Pitts- 
burgh's Learning Research and Development Center. The goal 
was to provide an effective educational alternative for meeting 
the needs of individual students in regular class setting. ALEM 
is a full-time mainstreaming program. It is presently implemented 
in a number of public and private schools. The design of the 
program is a modification of conditions in the learning environ¬ 
ment that accommodate the needs and characteristics of individual 
students. The program systematically builds upon each student's 
strengths and capabilities in order to increase the ability to 
profit from the learning environment. School administrators and 
instructional staff are given the management and technical support 
required to adapt schooling experiences needed for individual 
students. 
Meyen, Ed., et. al., Mainstreaming Multicultural Education 
into Special Education: Guidelines for Special Education Teacher 
Trainers. Kansas Univ., Lawrence Dept, of Special Education, Bureau 
of Education for the Handicapped (DHEW/OW), Washington, D. C. 
2 
Wang, Margaret, Birch, Jack, "Effective Special Education 
in Regular Classes," Exceptional Children, Vol. 50, No. 5, 1984, 
p. 391, The Council for Exceptional Children. 
19 
Teacher Attitudes Toward Mainstreaming 
Recent studies concerned with the impact of mainstreaming 
on teacher attitudes have shown both positive and negative results 
Much research is also available to support the fact that, while 
staff, most distant from students (i.e., central administrators) 
have generally positive attitudes toward integration, those 
closest to students (i.e., teachers) have ambivalent feelings 
and a higher incidence of negative attitudes.^ Principals, 
teachers and teacher aides have attitudes that are created by 
their experiences and most have had no formal training or experi- 
2 
ence with the handicapped child. jeacher perception variables 
depend largely on success experienced with special-need students, 
level of administrative support received, and availability of 
supportive services. Attitudes seem best modified when the shift 
is generated from within the individual as a result of new environ 
mental experiences, such as information about the handicapped, as 
3 
well as direct experience with them. 
A modification of teacher perceptions that foster acceptance 
of mainstreaming as being cost effective is necessary to properly 
Larrivee, Barbara, & Cook, Linda, "Mainstreaming: A Study 
of the Variables Affecting Teacher Attitude," The Journal of 
Special Education, Vol. 13, No. 3, 1979, p. 316 
2 
Harasymiw, S. J., & Horne, M. D., "Integration of Handi¬ 
capped Children: Its Effect on Teacher Attitudes," Education, 
Vol. 95, 1976, pp. 153-158. 
3 
Martin, Edwin W., "Some Thought on Mainstreaming," 
Exceptional Children, Vol. 41, No. 3, November, 1974, p. 152. 
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educate exceptional children. Studies have revealed the need for 
training.1 
According to Schmelkin, differences in attitudes toward 
mainstreaming have been reported between professionals least 
involved with teaching (e.g. administrators and school psychologists) 
and those most involved (e.g. classroom teachers) with more positive 
2 
attitudes. 
Successful integration of the handicapped often depends upon 
the educator's attitude. Although the attitude of the classroom 
teacher is of paramount importance, pre-and-inservice teachers 
generally have manifested negative and sterotyped attitudes toward 
3 
handicapped learners. 
Teacher attitudes toward mainstreaming is affected by labels 
assigned to the handicapped child. The label "Emotionally Dis¬ 
turbed" has an especially biasing effect on teacher perceptions. 
It was hypothesized that children identified with the label 
"Behaviorally/Emotionally Impaired" would receive more restrictive 
placement recommendations than would children with the label 
"Learning Disabled." The Jarvel and Greenspan study further con¬ 
cludes that though descriptive information can be negatively 
biasing, it is more likely to be biasing when the descriptions are 
Powers, David A., "Mainstreaming and the Inservice Education 
of Teachers," Exceptional Children, Vol. 49, No. 5, 1983, The Council 
for Exceptional Children, p. 438. 
2 
Schmelkin, Liora Pedhazur, "Teacher and Nonteacher Attitudes 
Toward Mainstreaming Effects," Exceptional Children, Vol. 48, No. 5, 
1983, The Council for Exceptional Children, p. 43. 
3 Gargiulo, Richard M., Yonker, Robert J., "Assessing Teacher's 
Attitude Toward the Handicapped: A Methodological Investigation," 
Psychology in the Schools, Vol. 20, April, 1983, p. 229. 
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deficit-oriented than when they are competence-orientedWith 
the emphasis that is placed on mainstreaming, it is important to 
emphasize a handicapped child's competencies and similarities to 
the normal child rather than describing the child in terms of his 
incompetencies and dissimilarities to his nonhandicapped students. 
Algozzine and Stoller found that providing teachers with information 
about a handicapped child's areas of competence alters the teacher's 
? 
view of that child in a positive direction. 
Gottlieb suggest the findings of Shotel, Ian, and McGettigan, 
concerning regular teachers' attitudes concerning the appropriate¬ 
ness of integration for EMR children. Some teachers were initially 
optimistic about the integration of EMR children, but they found 
EMR children more difficult to integrate than they had anticipated. 
Many of the EMR children simply did not integrate well, either 
3 
academically or socially, into their classes. 
Regular classroom teachers have also been asked to respond 
to their willingness to accept educable mentally handicapped, 
physically handicapped, and emotionally handicapped students into 
their classrooms. Those teachers who had taken courses in special 
Javel, Mary E., Greenspan, Stephen, "Influence of Personal 
Competence Profiles on Mainstreaming Recommendations of School 
Psychologists," Psychology in the Schools, Vol. 20, October, 1983, 
p. 460. 
2 
Algozzine, B., & Stoller, L., 'Effects of Labels and Compe¬ 
tence on Teachers' Attributions for a Student." Research Report #43, 
Institute for Research on Learning Disabilities, University of 
Minnesota, 1980. 
3 
Gottlieb, Jay, Educating Mentally Retarded Persons in the 
Mainstream, Baltimore: University Park Press, 1980, p. 7. 
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education were more willing to accept handicapped students into 
their classes than were those who had not taken such courses. 
Those confident of their abilities to teach exceptional children 
were more willing to integrate them than were teachers who were 
not confident. Teachers who believed that handicapped children 
can become useful members of society were more willing to inte¬ 
grate them than were teachers who did not share this belief. 
Those who believed that public schools should educate exceptional 
children were more willing to integrate them than were teachers 
who did not endorse this position.^ 
Improving Teacher Attitudes Through Inservice and Preservice 
Training 
Teachers have had limited opportunities to develop positive 
attitudes toward handicapped persons, however, this does not mean 
that they cannot begin to develop them. Turbull and Schulz note 
two types of strategies that have been beneficial to many teachers 
in developing positive attitudes. One is to receive systematic and 
relevant training either at the preservice or inservice level, 
which results in the teacher feeling competent to teach handi¬ 
capped children. A second strategy is to get to know handicapped 
persons' likes and dislikes, strengths and weaknesses, hobbies, 
interests, and future plans. It is further expressed that some 
teachers react unfavorably to handicapped students when they feel 
^Stephens, Thomas M., Braun, Benjamin L., "Measures of 
Regular Classroom Teachers' Attitudes Toward Handicapped Children," 
Exceptional Children, Vol. 46, No. 4, 1980, The Council for 
Exceptional Children, p. 292. 
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threatened in their capability to teach them successfully. Some¬ 
times it is not enough that teachers only get to know handicapped 
children based on the student's level of performance, particular 
curriculum needs, and learning styles. Teachers should get to 
know handicapped students as children more, to find joy and 
naturalness in their relationships.^ 
The literature provides documentation of the need for in- 
service as a critical element in mainstreaming. In addition there 
is a growing body of knowledge regarding general competencies that 
regular classroom teachers should possess if they are to work 
? 
effectively with handicapped students. Regular class teachers 
have expressed both an awareness of the importance of inservice 
preparation for mainstreaming and an interest in equipping them¬ 
selves with those competencies needed to effectively work with 
handicapped students. According to Browder, teachers who work 
with handicapped students may have the greatest and most urgent 
need for inservice since they have the greatest educational impact 
on these children. Therefore, providing inservice to teachers 
3 
should result in measurable student progress. 
^Turnbull, Ann P., Schulz, Jane B., "Mainstreaming Handicapped 
Students," Boston: Allyn and Bacon, Inc., 1979, p. 342. 
2 
Powers, David A., "Mainstreaming and the Inservice Education 
of Teachers," Exceptional Children, Vol. 49, No. 5, 1983, The 
Council for Exceptional Children, p. 438. 
3 
Browder, Diane, "Guidelines for Inservice Education of 
Teachers," Exceptional Children, Vol. 49, No. 5, 1983, The Council 
for Exceptional Children, p. 438. 
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Although inservice training has been notably used in educat¬ 
ing classroom teachers, demands for greater accountability have 
required inservice to prepare quality programs that involve a 
variety of strategies. Kelly and Vanvactor describe these 
strategies as: a) identification, categorization, and priori¬ 
tization of local, regular classroom, teacher-training needs and 
related instructional content; b) determination of training pro¬ 
gram goals, activities, incentives and media essential to in- 
service teachers; c) commitment of adequate teacher time and 
resources to carry out the proposed training program; d) order¬ 
ing and systematic carrying out of all inservice activities, that 
can be specifically applicated in teacher classroomsJ 
It is interesting to note a large percentage of teachers who 
believe that they know very little about exceptional children feel 
unprepared for dealing with mainstreaming. During the teacher 
training stage, college coursework, and independent study would 
have assisted teachers in their preparation for mainstreaming. 
Results of the Ringlaben and Price study reveal that over one-half 
of the sample studied indicated that they had not received any 
inservice training. There was also a tendency for more elementary 
education respondents to have received inservice than did respondents 
teaching at the secondary level on the questionnaires returned. 
Kelly, Edward J., Vanvactor, John C., "The Relative Cost 
Effectiveness of Inservice Approaches in Remote, Sparsely Populated 
Schools," Exceptional Children, Vol. 50, No. 2, 1983, The Council 
for Exceptional Children, p. 140. 
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The sample also indicated that a significant number of them had not 
taken coursework in the area of mainstreaming.^ A large number 
of teachers responding to the questionnaire apparently perceived 
that they had very limited knowledge of mainstreaming. 
As mainstreaming of exceptional children become more common¬ 
place, it is increasingly important to assess the attitudes and 
behavior of student teachers and obtain knowledge of their pre¬ 
service needs. Knowing what fears and anxieties student teachers 
have about mainstreamed students would enable teacher trainers to 
2 
provide relevant courses and experiences. 
Since the purpose of educational interventions is to promote 
both more positive attitudes and increased acceptance of excep¬ 
tional persons in the classroom, a willingness to accept exception¬ 
al students in the classroom would be an appropriate outcome. In 
addition, the knowledge of preservice needs is essential because 
attitudinal training practices at the preservice level may 
differ from those at the inservice level. Relevant courses and 
experiences to develop values, information, and skills appropriate 
to the situation are necessary for designing preservice training 
programs that are facilitative of positive attitudes toward the 
3 
integration of handicapped students in the regular classroom. 
Ringlaben, Ravie P., Price, Jay R., "Regular Classroom 
Teachers: Perceptions of Mainstreaming Effects," Exceptional 
Children, Vol. 47, No. 4, 1981, The Council for Exceptional 
Children, p. 302-304. 
2 
Warger, Cynthia L., Trippe, Mathew, "Preservice Teacher 
Attitudes Toward Mainstreamed Students with Emotional Impairments," 
Exceptional Children, Vol. 49, No. 3, 1982, The Council for 
Exceptional Children. 
31 bi d. 
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As course content and requirements change a modification of nega¬ 
tive attitudes and practices of student teachers must change. 
Standards have been set to provide a structure for examin¬ 
ing programs for the preparation of special education personnel. 
These standards were developed according to the format followed 
by the National Council for Accreditation of Teacher Education 
(NCATE). This format divides preparation into two levels: Basic 
and Advanced. The Basic standards are directed toward under¬ 
graduate/preservice programs which are designed to prepare persons 
for critical certification and, thereby, entrance to the field of 
special education. The Advanced standards are directed toward 
graduate level programs leading to degrees at the master's, 
doctoral (Ed.D., Ph.D.), or educational specialist levels or to 
the Certificate of Advanced StudyJ 
It has been found that some student behavior or conditions 
related to mainstreaming are particularly troublesome to preservice 
teachers. Attitudes toward students with emotional impairment or 
behavioral characteristics disruptive to the learning process of 
other students or themselves in the regular classroom seem to 
give teachers particular difficulty. Furthermore, the aspect of 
mainstreaming most troublesome for student teachers is dealing 
2 
with behaviors typical of students of emotional impairments. 
Standards for the Preparation of Special Education Personnel,1 
Council for Exceptional Children Delegate Assembly, April 1983. 
20p. cit., p. 247. 
27 
Another problem student teachers face is their actual per¬ 
ceptions of the day-to-day experience of classroom instruction. 
Prior to student teaching some preservice teachers have a basic 
fear and distrust of students.^ Preservice teachers have demon- 
? 
strated more stress about teaching the special needs students. 
Student teaching experience has a significant impact on the for- 
3 
mation of teacher attitudes. Teacher trainers should ensure 
that experience and instruction in this is provided for all 
preservice teachers. 
Teacher education plays a critical role in preparing teachers 
for teaching children with handicaps. Training in those areas 
where subjects lack competency should be appropriately addressed. 
Warger and Trippe suggest that student-teaching experience does 
not typically provide students with opportunities for experience 
4 
in areas critical to mainstreaming. The climate of acceptance 
of individual differences in which student teachers are exposed 
to is already set before the student teacher arrives. He is 
sheltered from many of the tasks in teaching that the process of 
mainstreaming involves. There is also little interaction be¬ 
tween the student-teacher with parents. Student teachers should 
^Strain, Phillip S., Kerr, Mary M., Mainstreaming of Children 
in Schools, New York: Academic Press, 1981, p. 48. 
2 
Gargiulo, Richard, M., Yonker, Robert J., "Assessing 
Teachers' Attitude Toward the Handicapped: A Methodological 
Investigation," Psychology in the Schools, Vol. 20, April, 1983, 
p. 229. 
3 op. cit. 
4 
op. cit., p. 251. 
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be provided training that insures instruction in areas that students 
are inadequate in, as reality-based training opportunities with 
supervision.^ 
To determine the impact of preservice education on students 
qualifying for secondary certification and secondary teachers 
perceived knowledge and attitudes and actual experiences related 
to P. L. 94-142 (The Education for All Handicapped Children Act) 
Dill and Connard conducted a study to determine their perceptions 
2 
and experiences. The findings of their study indicated that 
preservice secondary students enter the profession with percep¬ 
tions and experiences similar to secondary teachers in the field. 
Alternative Inservice Options 
Alternative inservice options should be considered if in- 
service programs are not well attended or are too costly. Recom¬ 
mendations such as the use of local master teachers as instructors, 
the development of inservice content through cooperative university/ 
local education agency planning and the use of instructional 
materials that facilitate participant-initiated and participant- 
3 
monitored self-study and evaluation. The suggestions recognize 
that inservice should be specially planned to sufficiently center 
around or accommodate the participants and the environment. 
^Ibid. 
2 
Connard, Patricia A., Dill, Calvin F., "Secondary Education 
Teachers' Perceptions of Their Professional Role Regarding Impli¬ 
cations of Public Law 94-142," Exceptional Child Education 
Resources, Vol. 16, No. 2716, 1984, p. 434. 
3„ Op. cit. 
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Conclusion 
The process of mainstreaming involves the management of 
handicapped students in regular classrooms. Successful imple¬ 
mentation of this process has been hindered by teachers' 
frustration to integrate the exceptional child into the regular 
classroom, additional paperwork and lack of administrative 
support. As a result stress has become an increasing factor 
among teachers. 
Suggestions for educators to determine appropriate proced¬ 
ures for teachers that provide compensation to regular class¬ 
room teachers would assist in the resolution of the problem. 
The identification of skills necessary to instructing the handi¬ 
capped should be utilized in preservice education and inservice 
education. Furthermore, to increase the readiness of teachers 
and improve existing teacher attitudes, training programs that 
are specifically planned to facilitate knowledge, skills and 




Perceptions of personnel in regular education were evalu¬ 
ated as a step to making mainstreaming effective. The purpose 
of this chapter is to present: a) the research design; b) 
selection of the subjects; c) instrumentation; d) general procedures; 
and e) analysis of the data. 
Research Design 
The experimental research design will be used to collect 
data my means of administering a pretest-posttest to a control 
and an experimental group as described in Campbell and StanleyJ 
The research paradigm is shown below: 
o1 X o2 
°3 °4 
As shown above, the 0^ and 0^ represent pretest observa¬ 
tion for the experimental and control groups, respectively, and 
the 02 and 0^ represent post observations for the experimental 
1 Campbell, D. T. and Stanley, J. C., Experimental and 
Quasi-Experimental Designs for Research. Chicago: Rand 
McNally, 1977, p. 243. 
30 
31 
and control groups, respectively. The "X" represents a treatment 
and in this study the treatment was the inservice training. These 
groups were carefully selected by randomization procedures. Though 
the entire mainstreaming questionnaire used for pretest and post¬ 
test procedures was administered, 15 questions pertaining to the 
academic cost of mainstreaming were tabulated by item analysis. 
They are as follows: 1,3, 4, 8, 9, 10, 12, 16, 18, 19, 20, 26, 
27, 28, and 30. The remaining questions pertaining to socio¬ 
economic cost were not used. The research was strictly gathering 
data on academic cost perceptions, therefore the socio-economic 
questions were not tabulated. 
Independent Variable 
The major independent variable investigated was inservice 
training. The inservice training was used to manipulate or modify 
teacher perceptions. In conjunction with Yarger's definition, in- 
service training was defined as those activities provided by the 
researcher for the participants. 
Dependent Variable 
Teacher perceptions were the dependent variable in this study. 
This was derived by asking the subjects to rate their responses on 
the academic cost of mainstreaming questionnaire. A subject's 
perception of the academic cost of mainstreaming was obtained by 
summing their responses, ranging from agree very strongly to disa¬ 
gree very strongly. The mean of the sum of their scores reflected 
their perception of the academic cost of mainstreaming. 
The research reported in this paper examined the effect of 
inservice training on teacher perceptions or attitudes regarding 
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the academic cost of mainstreaming. 
Subjects 
Thirty regular education teachers of Towers High School and 
Columbia High School, Dekalb County Schools, were randomly selected 
to participate in a perception modification experiment. All 
participants had an equal chance of being selected as subjects 
in the sample. A sample of thirty teachers out of the total 
population of one hundred sixty teachers participated in the study. 
The subjects were chosen from the total regular teacher population 
of each school. The sample was representative of each school's 
population. 
The Inservice Program 
In order to set up the delivery of the inservice certain 
guidelines were followed. The plans for implementing the inservices 
were based on the competencies of the individuals who provided the 
inservice training, the time allocated for the inservice and the 
available resources and materials. These competencies paired 
with the objectives identified by the teachers determined both 
the content and the outcome of the inservice training. 
A personnel preparation team was organized for the training 
program. The researcher followed the guidelines of Maher for 
selecting the Team members. He suggests that the Personnel 
Preparation Team consists of five members, with each member 
representing a different reference group in the school or school 
33 
district.^ The team members included: 
- Team chairperson 
- Special education teacher 
- Regular education teacher 
- Related service provider 
- School administrator 
The research on inservice reveals that inservice will be more 
effective if it addresses teacher identified needs within their 
school. Prior to planning inservice, the author identified the 
teachers' needs through interviews, small group discussions, 
classroom observations, and by requesting information fromjDekalb 
County personnel regarding course requirements of regular teachers 
who work with special children. The process followed by the 
researcher was outlined by Browder. First, general objectives 
were obtained from the teachers identified needs and suggested 
competencies. Next, these objectives were validated by direct 
classroom observations. Finally, from these objectives, priorities 
were established that could be realistically met given the time 
and resources allocated for the inservice. Browder further 
recommends to prevent miscommunication of these priorities, the 
objectives should be written, reviewed by the inservice recipients, 
^Maher, Charles A., "A Team Approach to Planning and Evalua¬ 
ting Personnel Preparation Programs in Public Schools," Exceptional 
Children, Vol., 49, No. 3, 1982, The Council for Exceptional 
Children, p. 231. 
2 
Browder, Diane, "Guidelines for Inservice Planning," 
Exceptional Children, Vol. 49, No. 3, 1982, The Council for 
Exceptional Children, February, 1983, p. 438. 
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and then shared with the inservice delivery staff. An attempt was 
made by the researcher to match these objectives with available 
resources (other special and qualified personnel were used 
because of their demonstrated credibility in the school system). 
The teachers' needs were summarized in the following 
objectives: 
1) to attain knowledge and information regarding 
the characteristics of the handicapped, 
referral procedures used within the school, 
professional support services provided by 
the county 
2) to develop classroom management and stress 
management techniques 
3) to recognize skills needed and devise 
materials related to planning for individual¬ 
ized instruction of the handicapped 
The literature clearly denotes the need for regular teachers 
to attain knowledge and skills for working with the handicapped. 
Implementation and successful management of mainstreaming require 
changes in attitudes, knowledge, and skills.^ The inclusion of 
research directed toward stress of teachers has not been given 
much attention. The management of handicapped students in regular 
classrooms - the process of mainstreaming has imposed extra responsi¬ 
bilities and extra pressures for those who work with handicapped 
children. One stress variable related to excessively heavy case 
loads is the lack of time educators have to complete their work 
Powers, David, A., "Mainstreaming and the Inservice Education 
of Teachers," Exceptional Children, Vol. 49, No. 5, 1983, The 
Council for Exceptional Children, February, 1983, p. 438. 
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during the school dayJ Lack of time for individual student 
needs and lack of preparation time was a highly prioritized need 
of the teachers surveyed. Therefore, this objective was included 
along with knowledge and skill objectives in the content of the 
inservices that were used. 
Some general guidelines were also suggested for the delivery 
of the content for the inservice. The delivery should include the 
2 
opportunity for active participation and self directed learning. 
Demonstrations and the use of media, such as videotapes, to show 
applications of concepts and procedures are preferable to lectures 
3 
alone. Procedures for setting up the inservices included: 
1) contacting delivery staff 
2) obtaining permission from administrator 
3) contacting department chairpersons 
4) notifying teachers of inservice times 
Three inservice sessions were provided. The inservices were forty- 
five minutes to an hour in length. 
Inservice one was delivered by the Dekalb County Special 
Education Media Specialist and director of the General Learning 
Resource Service who presented techniques for working with the 
handicapped children in the classroom, reinforcers to use, film 
model of story of LD child, and demonstrated materials that can 
^Cook, Jean, Leffingwell, R. Jon, "Stressors and Remediation 
Techniques for Special Educators," Exceptional Children, Vol. 49, 
No. 1, 1982, The Council for Exceptional Children, p. 56. 
? 
Op. cit., p. 304. 
3Ibid. 
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be purchased and other materials that can be made by teachers to 
be used with special students. 
The second inservice was presented by the Chairperson of the 
Special Education Department. She presented procedures, programs, 
descriptors of special needs children and contact personnel for 
special children and a summarized description of the county's 
programs. Additional attention was devoted to: 
1. Contemporary research into classroom practices, 
i. e. working with the gifted BD child 
2. Extention programs for special students, i.e. 
vocational programs, psychological and social 
support programs 
The Special Education data collector presented the third 
inservice. The consultant gave a presentation of stress management 
to be used by teachers in coping with behavior disorder and learn¬ 
ing disabled children and allowed teachers to actively participate 
in the workshop. P.L. 94-142 requires that state annual plans 
provide incentives to participants who participate in inservicesJ 
Browder suggest that motivation to participate may be increased 
if: the inservice is directed toward needs the teachers have 
identified and if the inservice format is appealing to the 
2 
recipients. Participation in inservice programs should be volun- 
3 
tary unless deemed essential by the school system. 
^U. S. Health Education and Welfare, Federal Register, Sec. 




Letson, John W. The Encyclopedia of Education, Macmillan 
Co., The Free Press, Vol. 9, pp. 79-83. 
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An instructional-packet was provided for the participants. 
Kelly and Vanvactor used an instructional-packet approach for 
training teachers in a Project designed for Special Education 
Curricula and Training for Regular Educators (SPECTRE). The 
content of the material provided to the trainees emphasized 
common definitions and characteristics of handicapping conditions; 
relevant identification, diagnostic, and assessment techniques; 
mainstreaming materials and practices; teaching-and-behavior- 
management strategies; and career education for the handicapped.^ 
A similar booklet was provided for the subjects in the research 
study. Incentives were provided for the participants of the in¬ 
services mentioned in the study. Teachers had the option of 
attending the inservices provided by the researcher in order to 
meet a requirement for individual departments in the school. 
These inservices were coordinated with other in school programs 
deemed mandatory by the instructional school principal. Refresh¬ 
ments were served at the inservices. Inservice credit was provided 
for paraprofessionals. Inservices were held locally in school's 
resource room. A time was planned that was accommodating to 
teachers. The inservices were held on mandatory faculty meeting 
days. The time was scheduled immediately after school and ended 
at the usual time teachers leave. The inservices were an hour in 
length. A follow-up of ongoing support was provided through team- 
\elly, Edward, Van Vactor, John, "The Relative Cost 
Effectiveness of Inservice Approaches in Remote, Sparsely 
Populated Schools," Exceptional Children, Vol. 50, No. 2, 1983, 
The Council for Exceptional Children. 
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teaching of regular teacher and resource teachers. A booklet 
of ideas, incentives, descriptions of exceptionalities, was 
prepared for each individual teacher to maintain or file for 
personal use. 
The researcher attempted to avoid deterrents that interfere 
with the quality of inservice programs: lack of planning and 
program availability. The author followed the recommendations 
made by the Orton Dyslexia Society Committee. The committee 
recommendations were the result of a national review of inservice 
programs. The committee's recommendations include the following: 
use of a needs assessment prior to inception of inservice pro¬ 
grams; selection of inservice consultant or instructor based upon 
competence; development of inservice content and models based on 
data from needs of programs, students, and professional (includ¬ 
ing flexible approaches to format); design and implementation of 
multidisciplinary inservice programs; consideration of availability 
of inservice based on geographic location, physical facilities, 
and travel time requirements; and continued support of inservice 
programs. The extent to which teacher attitudes are changed 
by inservice training is determined by successfully defining and 
accomplishing the process of inservice education.^ 
Orton Dyslexia Society, Inservice Programs in Learning 
Disabilities. A Position Paper of the National Joint Committee 
on Learning Disabilities, Baltimore, Maryland, September, 1981 
39 
Instrumentation 
The Academie Costs of Mainstreaming Questionnaire, developed 
2 
by Li ora Schmelkin in 1981 was used. The questionnaire was 
designed by using a large item pool that was developed by re¬ 
viewing the literature inorder to identify major issues and 
concerns regarding mainstreaming. These related to the possible 
effects of mainstreaming on the academic, social, emotional, or 
behavioral development of handicapped students. In addition, 
issues relating to the effects of mainstreaming on the "normal" 
children in the class on the teachers and teaching process were 
explored. Out of an original 67 item questionnaire that Schmelkin 
used as a pilot questionnaire, thirty questions were retained for 
inclusion in the Academic Cost of Mainstreaming Questionnaire. 
The pilot questionnaire was administered to 222 graduate students 
in the School of Education, Health, Nursing, and Arts Professions 
at New York University. 
The responses of the 222 participants were subjected to a 
principal axis factor analysis with squared multiple correlation 
coefficients as initial communality estimates. The first two 
factors accounted for approximately 60% of the common factor 
variance. Additional factors accounted for negiligible propor¬ 
tions of the variance and did not aid in interpretation. The 
two factors were retained and rotated orthogonally as well as 
obliquely (delta = 0). The factors were found to be correlated 
(r = .33), the oblique solution was used in the selection of items 
1 Op. cit. 
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for the projected two subscales. Item loading at least .40 on 
one factor and less than .40 on the other were considered for 
inclusion in a given subscaleJ Thirty items were retained; 15 
for each subscale. 
Studies were conducted to determine the extent to which the 
inventory measured the coping resources that it was designed to 
measure. No reliability data was established though this instru¬ 
ment has been used by other researchers in the field. The Social 
Science Citation Index includes Schmelkin's article, "Teachers' 
and Nonteachers' Attitudes Toward Mainstreaming," in its contents. 
The construction of the instrument is discussed in the article. 
Only selectively covered source publications which meet the 
Institute for Scientific Information's criteria are published in 
this index. 
The purpose of the questionnaire was to obtain information 
that surveyed existing attitudes of regular education teachers 
toward mainstreaming of handicapped children. The questionnaire 
was appropriate because it addressed academic cost questions that 
were used in the inservice. The major issue of the questionnaire 
identified academic cost effects of the mainstreaming of handi¬ 
capped students on teachers. These main areas were analyzed. 
The questionnaire was divided into two sections--Section I: 
Teacher Perceptions; Section II: Background Variables. Both 
negatively and positively phrased questions were used. Each of 
the items were responded to as: Agree very strongly: "+3"; 
^op. cit. 
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Agree strongly: "+2"; Agree: "+1"; Disagree very strongly: "-3"; 
Disagree strongly: "-2"; Disagree: "-1". Four is added to 
every item (in order to get rid of the negatives). Therefore, 
-3 became +1, -2 became +2, etc. The value of the item scoring 
is as follows: The sum of the scores was divided by 15 to get 
the mean for the scale. A mean score below 4 indicated a positive 
attitude. A mean score above 4 indicated a negative attitude. 
No question required a teacher to express attitudes, opinions 
or ideas; instead, the teacher was asked to indicate the answer 
to the question according to his or her current or past experience 
which reflected his/her feelings. The background variables included 
sex, age range, years of teaching experience, grade level taught, 
degree of success in dealing with special children, availability 
of support services. Teachers were asked to circle responses as 
they applied to them. 
Procedures 
The teachers were equally divided into two specific groups. 
Fifteen of the teachers from Towers High School were assigned to 
an experimental group and given training. The remaining fifteen 
teachers from Columbia High School were assigned to a control 
group and did not receive training. The experimental group and 
control group were given the pretest to assess existing percep¬ 
tions of the academic cost of mainstreaming. The pretest was 
administered by randomly selecting regular teachers names from a 
school roster. Permission was granted by the school administrator 
and school superintendent to conduct the study. Posttest, identical 
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to pretest was administered. The teachers completed test question¬ 
naires as part of the inservice. 
A personnel preparation team was provided as the training 
group for program planning and evaluation by means of three one 
hour workshops conducted by the Team Chairperson. Each workshop 
session focused on acquiring and developing knowledge and skill 
in planning. Evaluation, management, available service agencies, 
and aspects of mainstreaming the special education child was also 
included. The personnel preparation team consisted of: Team 
Chairperson, Special Education Teacher, Regular Education Teacher 
Representative, Related Service Providers and School Administrators. 
Dekalb County Special Education Inservice Programs admini¬ 
stered by special education coordinators was used for training 
sessions. The goal of the Team was to implement a training pro¬ 
gram that addresses teacher perceptions. 
Data Analysis Procedures 
To analyze and interpret the data inferential and descriptive 
statistics was used. Descriptive statistics involve methods used 
to derive from the raw data idices that summarize or characterize 
the entire set of data. Inferential statistics are methods that 
allow the researcher to generalize characteristics of a set of 
data to a larger population.^ Thus by viewing the responses of 
each question, using the rule of evidence and the percentage of 
^Huck, Schuyler W., Cormier, William, Bounds, Williams, 
Reading Statistics and Research, New York: Harper and Row, 
1974, p. 19-38. 
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responses of the total population of each group their attitudes 
were determined as positive or negative. The data collected was 
treated and presented in tables. This data was needed to specifi¬ 
cally give the responses of teacher perceptions to the academic 
cost of mainstreaming. The data obtained were interpreted to 
establish comparability of the cause and effect relationship with 
controlled conditions, as is suggested by Leedy, through the 
planning of the experimental approach to the research problem.^ 
The experimental group was re-evaluated after being subjected to 
the experimental variable. The control group was not exposed to 
the experimental variable and was only evaluated at the beginning 
and end of the experiment. An attempt was made to account for the 
influence of a factor, inservice training, on the conditioning of 
a given situation, teacher perceptions. For the purpose of making 
various comparisons to analyze teacher perceptions of the academic 
cost of mainstreaming the pretest/posttest design was used. By 
using the pretest, posttest design, the sum of the mean scores 
of the two groups' scores was calculated by using the t_ test to 
accept or reject the hypothesis. The t test analysis was applied 
at the .05 level of probability to accept or reject the hypothesis. 
The Formula in Figure 2 was applied to the data. 
\eedy, Paul, Practical Research: Planning and Design, 
New York: Macmillan Publishing Co., 1974, pp. 204-205. 
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Figure 2 
M. M, '2 
t = 
(N] + (N2 -2) N]N2 
For the purpose of providing major analyses and sub-analyses 
relative to between group differences and within group differences, 
several research questions were generated for later purposes of 
discussion. 
a) What significant effect does inservice training 
have on teacher perceptions based on age? 
b) What significant effect does inservice training 
have on teacher perceptions based on experience? 
Conclusion 
In summation, the subjects were randomly selected, the 
goals and objectives were clearly established, and the inservice 
was planned. Thirty subjects participated in the experiment. 
Fifteen were assigned to the experimental group and fifteen to the 
control group. An attempt was made to match the objectives with 
the inservice personnel. The objectives were shared with the 
inservice providers. Three inservices were held. The subjects 
were exposed to the treatment. The questionnaire was administered 
after the inservice training. 
Chapter IV 
Presentation and Analysis of Data 
Introduction 
Discussions in this chapter are centered around the presenta¬ 
tion and analysis of data relative to a survey of the perceptions 
of thirty regular classroom teachers in the Dekalb County 
(Decatur) Georgia Public Schools regarding academic cost of 
mainstreaming. The purpose of this study was to determine if 
inservice training affect teacher perceptions of the academic cost 
of mainstreaming. The data was presented and analyzed. The 
statistical procedure of inferential and descriptive statistics 
was used. The level of significance was determined at the .05 
level of probability. The Academic Cost of Mainstreaming Question¬ 
naire was used to obtain information concerning regular teacher 
perceptions of the academic cost of mainstreaming. A cover page 
was attached to the questionnaire explaining the procedure for 
answering the questions and a brief explanation was given defin¬ 
ing handicapped children, as the learning disabled, mentally 
retarded and emotionally disturbed as each was used as a frame 
of reference when responding to the item. In addition to the above 
directions, a sheet was attached to elicit their response to a 
selected number of variables (a) sex; (b) age; (c) years of 
teaching experience; (d) availability of supportive services; and 
(e) the degree of success in working with handicapped children. 
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The writer was seeking to find out if these variables had any 
relationship to the subject responses to the academic cost of 
mainstreaming. 
After the pre-survey, an inservice program was implemented 
and later a post-survey was conducted to determine the effects of 
the training on previous perceptions. A t_ test was used to deter¬ 
mine if there was a significant difference between the mean group 
score. The null hypothesis was accepted below the .05 level of 
probability. 
The analysis of data is presented under major headings as 
follows: 1) Demographic data; 2) Analysis Related to Pre-Test 
Findings; 3) Analysis Related to Pre and Post Test Comparisons 
of Within Experimental Group; 4) Analysis Related to Pre and Post 
Test Comparisons Within Control Group; and5) Analysis Related to 
Post Test Findings. Presented in Chapter V is the Summary of 
the Findings. 
Demographic Data 
Analysis of the data provides information based on age dis¬ 
tribution of participants described in Table 1. 64% (N = 7) of 
the experimental group was in the age range 21 to 40 and 36% (N = 4) 
were in the age group 41 years and above. Likewise for the control 
group, 86% (N = 12) of the sample was in the age range 21 to 40 
years of age and 14% (N = 2) were in the age range 41 and above. 
45% (N = 5) of the 11 teachers in the experimental group had 
taught between 1 and 10 years, and 55% (N = 6) of the teachers in 
this group had taught 11 years and above. Accordingly, 79% (N = 11) 
of the teachers in the control group had 1-10 years of experience 
and 21% ( N = 3) were in the group of 11 years and above. 
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The demographic data reflecting the participants' sex shows 
93% (N = 14) of the experimental group and 73% (N = 11) of the 
control group were females. Additionally, males repesented only 
7% (N = 1) of the experimental group and 27% (N = 4) of the control 
group. 
The analyses of responses to two questions on the personal 
data form presented the responses of thirty (30) participants as 
to their degree of success in dealing with special need students 
in regular classrooms. None of the participants reported having 
very high success with special needs students. However, half of 
the respondents did report having average success in working with 
special needs students. 
None of the respondents reported supportive services as 
being unavailable to them. However, 27% responded as having an 
average availability of supportive services. Interesting enough, 
23% stated that they had very high availability of supportive 
services. The schools were chosen from a strata and similarly 
matched by regional location, special education programs, teacher 
and student population, etc. 
An initial inquiry of a course requirement of Dekalb County 
teachers revealed that all teachers were required to have had a 
survey course of special education. However, all teachers are 
not required to have had inservice pertaining to the mainstreaming 
of the handicapped. The survey also showed that the disporportionate 
amount of time that teachers must spend to ensure the success of 




Category Study Groups 
Age Range Experimental Control 
N % N % 
21 - 40 7 64 12 86 
41 - Above 4 36 2 14 
Total 11 100 14 100 
Experience 
1-10 years 5 45 12 86 
11 and Above 6 55 2 14 
Total 11 100 14 100 
Sex 
Males 1 7 4 27 
Females 14 93 11 73 
Total 15 100 15 100 
Degree of Success in Dealing with Frequency 
Special Needs Students N % 
Very High 0 0 
High 5 16.6 
Average 15 50 
Low 8 26 
Very Low 0 0 
No Response 2 6.7 
Total 30 100 
Availability of Supportive Services Frequency 
N % 
Very High 7 23 
High 11 37 
Average 8 27 
Low 0 0 
Very Low 1 3 
No Response 3 10 
Total 30 100 
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Analysis Related to Pre-Test Findings 
For the purpose of providing analysis in this section, data 
were grouped and analyzed based on the null hypothesis. The 
first comparison, analyzing the pre-test perceptions of academic 
cost of mainstreaming for the control and experimental groups has 
been presented in Table 2. As shown, the mean score for the 
experimental and control groups are 4.05 and 3.82, respectively. 
Further analyses of the data provided a t-ratio of 1.12 which was 
not significant. Therefore, the null hypothesis, there is no 
significant difference in the perceptions of the academic cost of 
mainstreaming by the experimental and control groups, was accepted 
below the .05 level of probability. 
The data presented in Table 2 also shows the pretest scores 
of the experimental and control groups, whose years of experience 
range between 1-10 years. The mean score for the experimental 
group and control group are 3.46 and 3.87 respectively. Additional 
examination of the data revealed a t-ratio of 1.05 which is not 
significant. Therefore, research question 1, there is no signi¬ 
ficant difference in the perceptions of academic cost of main- 
streaming by the experimental and control groups with 1-10 years of 
experience was accepted below the .05 level of significance. 
Table 2 further compares the perception of teachers with 
11 and above years of experience. As shown, the mean scores were 
4.10 and 3.04, respectively, for the experimental and control 
groups. Additional analysis of the data provided a t-ratio of 
.987 which was not significant. Therefore, research question 1, 
there is no significant difference in the perceptions of academic 
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cost of mainstreaming by the experimental and control groups 
with 11 and above years of experience, was accepted below the 
.05 level of significance. 
The pretest perceptions of teachers in the 21-40 age range 
is presented in Table 2. The mean scores were 4.07 and 3.78 for 
the experimental and control groups, respectively. Further 
examination of the data provided a t-ratio of 1.37 which was not 
significant below the .05 level. Therefore, research question 2, 
there is no significant difference in the perceptions of academic 
cost of mainstreaming by the experimental and control groups in 
the age range of 21-40 was accepted below the .05 level of 
significance. 
In providing a comparison of the pre test perceptions of 
teachers in age range 41 and above, the data were summarized and 
presented in Table 2. As shown, the mean scores of the experi¬ 
mental and control groups were 4.05 and 3.65 respectively. 
Further analysis of the data provided a t-ratio of .156. 
Therefore, research question 2, there is no significant difference 
in the perceptions of academic cost of mainstreaming by the experi¬ 
mental and control groups in the age range of 41 and above, was 
accepted below the .05 level of significance. 
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TABLE 2 
COMPARISONS OF PRE TEST SIMILARITIES/DIFFERENCES 
Category Group N M Xx2 0 t-ratio 
Level of 
Siqnificance 
Pre test perceptions Experimental 15 4.05 6.976 .682 1.12 
Control 15 3.82 6.915 .679 
1 - 10 Years of Experience Experimental 5 3.46 20.625 .173 1 .05 
Control 11 3.87 5.925 .629 
11 and above Years of Experience Experimental 6 4.106 5.16 .587 .98 
Control 3 3.045 9.97 .815 
Age range of 21-40 Experimental 7 4.07 6.12 .639 1.37 
Control 12 3.78 3.745 .619 
Age range of 41 and above Experimental 4 4.05 6.06 .635 .156 
Control 2 3.65 20.13 1 1.158 
P < .05 
Analysis Related to Pre and Post Test Comparisons Within 
Experimental Group 
Presented in Table 3 are within group comparisons for the 
experimental group. The research questions were addressed: What 
effect does inservice training have on teacher perceptions based 
on age and experience. Inservice training had no significant 
effect on the group perceptions based on age and experience. 
As shown there were no significant t-ratios. 
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TABLE 3 
COMPARISONS OF WITHIN GROUP PERCEPTIONS OF EXPERIMENTAL GROUP 
Variables Group N M X2 0 
1 - 10 Years of Experience Pre 5 3.46 20.62 2.3 
Post 5 3.36 8.52 .31 
11 and Above Years Experience Pre 6 4.10 5.16 .93 
Post 6 4.15 12.96 1.47 
21 - 40 Years of Age Pre 7 4.072 6.12 .94 
Post 7 3.73 13.59 1.39 
41 and Above Years of Age Pre 4 4.05 6.06 1.23 









Analysis Related to Pre and Post Test Comparisons Within 
Control Group 
Presented in Table 4 are post test comparison for the control 
group. Research questions 1 and 2 based on age and experience were 
answered. These variables had no significant effect on teacher 
perceptions after the group had received inservice training. As 
shown there were no significant t-ratios. 
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TABLE 4 




Variables Group N M 0 t-ratio Significance 
1 - 10 Years of Experience Pre 11 3.87 5.925 .54 
.07 _ 
Post 11 3.85 2.26 .45 
11 and Avove Years Experience Pre 3 3.04 9.97 1.82 
1.13 
Post 3 4.46 5.51 1.84 
21 - 40 Years of Age Pre 12 3.79 5. >45 .48 
.15 
Post 12 3.73 13.59 1.13 
41 and Above Years of Age Pre 2 3.73 .90 .45 
.08 
Post 2 3.65 1.32 .67 
P <.05 
Analysis Related to Post Test Findings 
Presented in Table 5 are post test comparisons for the experi¬ 
mental and control groups. The mean score was 3.90 and 3.83, 
respectively. As shown, there was no significant t-ratios. There¬ 
fore, the null hypothesis, was accepted below the .05 level of 
significance. 
Based on the 1-10 groups years of experience the experimental 
and control groups' mean score was 3.38 and 3.85 respectively. 
Research question 1 was accepted below the .05 level of significance. 
Further analysis of the data of the 11 years and above 
revealed in Table 5 the mean scores of the experimental and 
control group was 4.15 and 4.46, respectively. Research Question 
1 was accepted below the .05 level of significance. 
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No significant difference was shown in Table 5 of the 
academic cost of mainstreaming based on 21 to 40 age range. The 
mean scores were 3.73 and 3.28 respectively. Research question 2 
was accepted below the .05 level of significance. 
The experimental and control group perceptions in the age 
range of 41 and above showed no significant difference between the 
mean scores of 4.60 and 3.73, respectively. Research question 2 
was accepted below the .05 level of significance. 
TABLE 5 
COMPARISONS OF POST TEST SIMILARITIES/DIFFERENCES 
Level of 
Variables Group It M 
C 
X 0 t-ratio Significance 
Post Test Perceptions Exp 15 3.90 9.35 .62 
.25 
Control 15 3.83 7.91 .53 
1-10 Years of Experience Exp. 5 3.36 8.52 .767 
1.04 
Control 11 3.85 2.26 .389 
11 and Above Years of Experience Exp. 6 4.15 12.96 .93 
.09 
Post 3 4.46 27.57 1.356 
Age Range of 21-40 Exp. 7 3.73 13.59 .95 
.95 
Control 12 3.28 3.30 .47 
Age Range of 41 and Above Exp. 4 4.60 46.65 1.76 
.25 
Control 2 3.73 13.59 .95 
P < .05 
55 
Summation 
The data presented in the tables showed no significant 
difference in pre and post test scores of the groups scores based 
on age and based on experience. The ;t test was used to test the 
hypothesis. The null hypothesis was accepted at the .05 level 
of significance. The calculated t-value was less than the 
critical value, therefore the null hypothesis, there is no signi¬ 
ficance difference between the experimental and control groups 
was accepted. The subjects studied showed no significant 
difference based on age, or years of teaching experience. The 
sex variable was not used because it improperly skewed the data. 
The two questions participants were asked to answer regarding 
success with special needs children and the availability of support 
were used for purposes of discussion. 
Chapter V 
Summary, Conclusion, Recommendations 
Summary 
Because of the mandates of Public Law 94-142, researchers 
have found that the cost associated with the full implementation .. 
of mainstreaming has been phenomenal. However, additional 
research needs to be conducted to actually assess teacher per¬ 
ceptions of cost. Therefore, this project was designed with 
the expressed purpose of actually assessing the perceptions of 
teachers as to the academic cost involved in mainstreaming and 
to determine if relevant inservice training regarding the cost 
of mainstreaming would raise or lower their perceptions. In 
carrying out this project, thirty regular classroom teachers in 
the Dekalb County (GA) School System were surveyed. Of the 
thirty teachers surveyed, fifteen were selected for three one 
hour inservice training programs that exposed participants to 
lectures and demonstrations, the remaining fifteen teachers were 
not. 
Films were used to show how concepts can be applied and 
procedures used. Materials that showed readability levels of special 
students and materials used in resource and general learning dis¬ 
abled room was displayed for teacher viewing. A booklet of ideas, 
rewards, incentives, descriptions of exceptionalities, was pre¬ 
pared for each individual teacher to maintain for personal use. 
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Additional attention was devoted to: 
(1) contemporary research in classroom 
practices, i.e., working with the 
gifted BD child 
(2) attempts to affect knowledge and skill 
to bring about a change in attitude of 
teachers 
(3) extension programs for special 
students, i.e., vocational, psycho¬ 
logical and social support programs 
To determine the effectiveness of the inservice programs, 
the hypothesis was proposed and tested. In testing the null hypo¬ 
thesis, a t test was used to determine if a significant difference 
existed between the control and experimental groups mean scores 
with respect to their responses to the Academic Cost of Main- 
streaming questionnaire. In addition to examining the effects of 
inservice training on perceptions of academic cost, the study also 
previewed the teachers responses to the degree of success in 
dealing with special needs students in regular classrooms, the 
availability of supportive services and discussed demographic 
variables of age, sex and years of teaching experience. 
Findings 
The findings of this study revealed no significant difference 
between the pretest scores and the post test scores of the experi¬ 
mental and control groups. An analysis of the data revealed no 
significant difference between the group scores based on age and 
years of teaching experience. The general null hypothesis--there 
is no significant difference between the experimental and control 
group perceptions of the academic cost of mainstreaming--was 
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accepted below the .05 level of probability. Inservice training 
had no significant affect on teacher perceptions of the academic 
cost of mainstreaming. Since the last decade the attitudes of 
teachers regarding mainstreaming have changed, even though the 
treatment used in the study did not have a significant effect. 
There appear to be other factors that relate to teacher perceptions 
of academic cost. Among these are the following: 
(1) The group possibly had considered 
academic training as more beneficial 
than inservice preparation for in¬ 
structing handicapped students. 
(2) The group based on years of teaching 
experience (the majority had more 
than 10 years of experience) had 
been prepared for individual diffe¬ 
rences that may have occurred in 
the classroom. 
(3) The group possibly had developed 
coping strategies due to experi¬ 
ence and perceived that no further 
training or assistance was neces¬ 
sary or would be forthcoming. 
(4) Because of the nature of respond¬ 
ing in general by professionals, 
the group gave "professionally 
acceptable" responses to the 
questionnaire and did not necessarily 
disclose their true attitude. 
(5) The design of the inservice training 
program did not in itself provide 
for real (life) experiences that 
could identify the "real" cost in¬ 
volved in mainstreaming. 
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Conclusions/Discussions 
As indicated in Chapter IV, results of the analyses pro¬ 
vided no significant differences in the post test scores of 
experimental and control groups. No significant difference 
was found between the experimental and control group perception 
of the academic cost of mainstreaming. No significant difference 
was found between the groups based on age or experience. In- 
service training did not significantly modify teachers percep¬ 
tions of the academic cost of mainstreaming when the groups were 
compared. This finding does not lend support to the generally 
accepted notion that teacher attitudes would become increasingly 
more positive after training. No apparent differences in 
attitude were found toward mainstreaming the exceptional child 
among the teachers surveyed. Even though no significant change 
was noted in scores, an inspection of the mean attitude score 
for the experimental group did show a slight decrease in score 
between the pre and post test of the experimental group. This 
result suggests that the inservice training may have had a 
minimal effect. The finding that age and experience did not 
influence teacher perception toward mainstreaming indicates that 
teachers' attitudes toward integrating handicapped children into 
regular classrooms was not significantly related to these variables. 
To show a significance of teacher perception of the academic 
cost of mainstreaming the perceived extent of success in working 
with exceptional children may have to be established. Teacher 
perceptions of success is a function of the information received, 
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the knowledge attained, contact and experience with exceptional 
children and attitude. While the relationship of these variables 
would be considered as being dependent upon and having an effect 
on each other, the degree of impact each of these has on teacher's 
perception is not clear. A teacher's perceived ability to provide 
appropriate educational experience for the exceptional child would 
have to be investigated. 
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Recommendations 
Based on the findings and conclusions of this study, the 
following recommendations are made: 
(1) Regular teachers should be involved in 
planning of inservices. 
(2) Assessments of teachers performance 
should be made in actual classroom 
environments to determine academic 
cost of mainstreaming. 
(3) Inservice training can provide a 
positive reinforcer in influencing 
teacher perceptions provided it 
relates specifically to the in- 
class cases participants are involved 
with directly. 
(4) Research needs to be directed toward identifying: 
a) How many handicapped individuals can 
be placed in one regular classroom be¬ 
fore a detriment to the learning environ¬ 
ment is effected. 
b) The degree of severity of the students 
handicaps should be considered which 
demands or requires much of the regular 
teacher's time. 
c) Why teachers feel more prepared as a 
result of academic rather than inservice 
preparation. 
d) Needs to establish the relationship 
between teachers perception of success 
with the special child and the students 
actual performance. 
e) Teachers perceived ability to provide 
appropriate educational experiences 




Anderson, K. Milliren, A., Structured Experiences for Integration 
of Handicapped Children. Maryland: ASPEN Pub., 1983. 
Campbell, D. T., and Stanley, J. C., Experimental and Quasi - 
Experimental Designs for Research, Chicago: Rand McNally, 
1977. 
Chaplin, J. P., Dictionary of Psychology, New York: Dell 
Publishing Co., 1968. 
Coleman, James C., Psychology and Effective Behavior, Scott 
Foresman and Co., 1969. 
Gottlieb, Jay, Educating Mentally Retarded Persons in the 
Mainstream, Baltimore: University Park Press, 1980. 
Huck, Schuyler W., Cormier, William H., Pounds, William G., 
Reading Statistics and Research, New York: Harper & 
Row, 1974. 
Leedy, Paul, Practical Research: Planning and Design. New 
York: Macmillan Publishing Co., 1974. 
Letson, John W.,The Encyclopedia of Education, New York: 
Macmillan Publishing Co., The Free Press, Vol. 9. 
Reynolds, M., Birch, J., Teaching Exceptional Children in 
All America's Schools. Virginia: The Council for 
Exceptional Children, 1982. 
Strain, Phillip S., Kerr, Mary M., Mainstreaming of Children in 
Schools, New York: Academic Press, 1981. 
Turnbull, Ann P., Schulz, Jane B., Mainstreaming Handicapped 
Students, Boston: Allyn and Bacon, Inc., 1979. 
Woodard, Delores M., Peters, Delores J., The Learning Disabled 
Adolescent, Maryland: ASPEN Publication, 1983. 
Yarger, Sam J., "In-service Teacher Education," Encyclopedia 
of Education Research, 5th Edition, Free Press, 1982. 
Ysseldyke, J., Algozzine, B., Critical Issues in Special and 
Remedial Education, Boston: Houghton Mifflin Co., 1982. 
63 
Journals 
Bradford, Eugene J., Hickey, Joseph G., "New York City Committee 
on the Handicapped Regarding Appropriate Placement of 
Handicapped Children" Exceptional Children, Vol. 49, No. 
6, 1983, The Council for Exceptional Children. 
Browder, Diane, "Guidelines for Inservice Planning," Exceptional 
Children, Vol. 49, No. 3, 1982, The Council for Exceptional 
Children. 
Brulle, Andrew, Barton, Lyle, E., Barton, Carolyn L., Whaton, 
Donald L., "A Comparison of Teacher Time Spent with 
Physically Handicapped and Able-Bodied Students," Exceptional 
Children, Vol. 49, No. 6, 1983, The Council for Exceptional 
Children. 
Cook, Jean M. Elledge, Leffingwell, R. Jon, R., Stressors and 
Remediation Techniques for Special Educators," Exceptional 
Children, Vol. 49, No. 1, 1982, The Council for Exceptional 
Children. 
Dummer, Gail M., Windham, Geraldine M., "Mainstreaming in Physical 
Education: Planning and Implementing an Inservice Teacher 
Training Activity," Practical Pointers, Vol. 5, No. 7, 
Jan. 1982. 
Dunn, L. M., "Special Education for the Mildly Retarded: Is Much 
of it Justifiable?" Exceptional Children, Vol. 34, 1968. 
Englert, Carol Sue, "Measuring Special Education Teacher Effec¬ 
tiveness, "_Exçeetional_£iliMl^nJ Vol. 50, No. 3, 1983, The 
Council for Exceptional Children. 
Gargiulo, Richard M., Yonker, Robert J., "Assessing Teachers' 
Attitude Toward the Handicapped: A Methodological In¬ 
vestigation." Psychology in the Schools, Vol. 20, April, 
1983. 
Green, Kathy, Rock, Daniel L., Weisentein, Greg R., "Validity 
and Reliability of a Scale Assessing Attitudes Toward 
Mainstreaming" Exceptional Children, Vol. 50, No. 2, 1983, 
The Council for Exceptional Children. 
Guetzloe, Eleanor, Ralph Cline, "Compensation for Regular Class¬ 
room Teachers: State and Territorial Provisions," 
Exceptional Children, Vol. 49, No. 4, 1983. 
64 
Heller, Harold W., "Standards for the Preparation of Special Education 
Personnel," Exceptional Children, Vol. 50, 1983. 
Javel, Mary Ellen, Greenspan, Stephen, "Influence of Personal 
Competence Profiles on Mainstreaming Recommendations of 
School Psychologists." Psychology in the Schools, Vol. 20, 
October, 1983. 
Kelly, Edward J., Vanvactor, John C., "The Relative Cost Effective¬ 
ness of In-service Approaches in Remote, Sparsely Populated 
Schools," Exceptional Children, Vol. 50, No. 2, 1983, The 
Council for Exceptional Children. 
Kirk, Samuel, "A Survey of Attitudes Concerning Learning Disabilities 
Journal of Learning Disabilities, Vol. 12, No. 4, April, 1979. 
Langone, John, "Developing Effective Inservice Programs for 
Special Educators: Let's Take a Hint from the Literature!" 
Journal for Special Educators, Vol. 19, No. 3, Spring, 1983. 
Larrivee, Barbara, & Cook, Linda, "Mainstreaming: A Study of 
the Variables Affecting Teacher Attitude," Journal of 
Special Education, Vol. 13, 1979, No. 3. 
Maher, Charles A., "A Team Approach to Planning and Evaluating 
Personnel Preparation Programs in Public Schools," Exceptional 
Children, Vol. 49, No. 3, 1982, The Council for Exceptional 
Children. 
Martin, Edwin W., "Some Thought on Mainstreaming," Exceptional 
Children, Vol. 41, No. 3, November 1974. 
Powers, David A., "Mainstreaming and the In-service Education of 
Teachers," Exceptional Children, Vol. 49, No. 5, 1983, The 
Council for Exceptional Children. 
Ringlaben, Ravie P., Price, Jay R., "Regular Classroom Teachers' 
Perceptions of Mainstreaming Effects," Exceptional Children, 
Vol. 49, No. 5, 1983, The Council for Exceptional Children. 
Salend, Spencer J., "Factors Contributing to the Development of 
Successful Mainstreaming Programs," Exceptional Children, 
Vol. 50, No. 5, 1984, The Council for Exceptional Children. 
Schmelkin, Liora Pedhazur, "Teachers' and Nonteachers' Attitudes 
Toward Mainstreaming," Exceptional Children, Vol. 48, No. 1, 
1981, The Council for Exceptional Children. 
Smith, J., Siantz, J., "In-service for Educators: Second Thoughts 
From Four Sources," Education and Training of the Mentally 
Retarded, Vol. 13, 1978. 
65 
Stephens, Thomas, "Measures of Regular Classroom Teachers' 
Attitudes Toward Handicapped Children," Exceptional 
Children, Vol. 46, No. 4, 1980, The Council for 
Exceptional Children. 
Wang, Margaret C., Birch, Jack W., "Effective Special Education 
in Regular Classes," Exceptional Children, Vol. 50, No. 5, 
1984, The Council for Exceptional Children. 
Warger, Cynthia L. Trippe, Matthew, "Preservice Teacher Attitudes 
Toward Mainstreamed Students with Emotional Impairments," 
Exceptional Children, Vol. 49, No. 3, 1982, The Council 
for Exceptional Children. 
Westervelt, Van D., McKinney, James D., "Effects of a Film on 
Nonhandicapped Children's Attitudes Toward Handicapped 
Children," Exceptional Children, Vol. 46, No. 4, 1980, 
The Council for Exceptional Children. 
Yates, Nadine R., "How MTA Helped Teachers Get Ready," Today's 
Education, March-April, 1976. 
Theses 
Burrell, Ann, "An Examination of Variables Influencing The 
Perception of Stress Among Special Education Teachers," 
(Ph.D. Dissertation, Georgia State University), 1982. 
Molinaro, Anthony, "Teachers of LD Students and Their 
Supervisors Rate Instructional Competencies in Terms 
of Teacher Proficiency," (Ph.D. Dissertation, Georgia 
State University), 1981. 
Indexes 
Connard, Patricia A., Dill, Calvin F., "Secondary Education 
Teachers' Perceptions of Their Professional Role Regarding 
Implications of Public Law 94-142," ERIC, Publ. 1984. 
Hendricks, Irene, Sloan, Charles A., "A Study of the Impact of 
an Inservice Program on the Concerns and Needs of Secondary 
Teachers Toward Mainstreaming," ERIC, 1981. 
Social Science Citation Index, Institute for Scientific 
Information, Philadelphia, PA, 1981, Vol. 4. 
66 
Papers 
Hall, Gene and Others, The Schools and Preservice Education: 
Expectations and Reasonable Solutions, National Commission 
on Excellence in Teacher Education (ED), Washington, DC., 
October, 1984. 
Meyen, Ed., And Others, "Mainstreaming Multicultural Education 
into Special Education: Guidelines for Special Education 
Teacher Trainers," Bureau of Education for the Handi¬ 
capped, Washington, DC, 1980. 
McKnab, Paul, "Special Education Personnel Attrition in Kansas, 1976 
to 1982: A Summary of Attrition Rates and an Analysis of 
Reasons for Quitting," Office of Special Education and 
Rehabilitative Services, Washington, DC, Division of 
Personnel Preparation, Publ. May, 1983. 
Orton, Dyslexia Society, Baltimore, MD, "Inservice Programs in 
Learning Disabilities," A Position Paper of the National 
Joint Committee on Learning Disabilities, September, 1981. 
Orton, Dyslexia Society,"Learning Disabilities: Issues in the 
Preparation of Professional Personnel." A Position Paper 
of the National Joint Committee on Learning Disabilities, 




An issue that is currently being debated among educators and laymen 
is whether or not handicapped children should be educated in special 
classes or placed in regular classes. This scale is an attempt to let 
you express your beliefs and opinions on this issue. A number of con¬ 
flicting and opposing points of view are included. You will find 
yourself agreeing strongly with some of the statements, disagreeing 
just as strongly with others, and agreeing or disagreeing less strongly 
with still others. Whether you agree or disagree with any statement, 
you can be sure that many other people feel pretty much the way you do. 
Please try to respond to all 30 statements as honestly and frankly as 
you can. No one will know how you respond because we are asking you not 
to identify yourself. There is no universal agreement about the meaning 
of the term handicapped. In the present context, the term handicapped 
children is limited to those who are learning disabled, mentally retarded, 
emotionally disturbed, and the like. Please use this frame of reference 
when responding to the items of this scale. 
Instructions: Respond to each of the items as follows: 
Agree very strongly: +3 Disagree very strongly: -3 
Agree strongly: +2 Disagree strongly: -2 
Agree: +1 Disagree: -1 
For example, if you agree very strongly with a statement, write a 
+3 on the short line preceeding the statement, but if you should happen 
to disagree with it, write -1 in front of it. Respond to each of the 
statements as best you can. Please do not omit any. Go rapidly but 
carefully. Do not spend too much time on any one statement; try to 
respond and then go on. 
Do not sign your name. 
_1. The presence of a handicapped child in the regular classroom 
reduces teaching efficiency and learning. 
_2. Regular classes help prepare the handicapped to live in an 
integrated world. 
_3. Special class pupils fail to make appropriate academic progress 
when they are integrated into the regular classroom. 
_4. The shorter attention span of handicapped students makes them 
unable to benefit from placement in a regular classroom. 
_5. The special self-contained classroom cannot serve the social 
needs of handicapped children. 
_6. Special class placement leads to a feeling of being neglected 
and rejected on the part of handicapped students. 
_7. Potential problems of the handicapped student associated with 
being placed in a regular class, such as a heightened awareness 
of disability, are outweighed by the stigma associated with 
special class placement. 
_8. The handicapped child cannot deal with the challenges of a 
regular class as well as the normal child. 
_9. The handicapped are not bothered much by their differences 
unless they are confronted with normal children. 
10. The inclusion of handicapped students in regular classrooms 
leads to disruption of regular routines. 
11. Contact with the handicapped in regular classes helps the non¬ 
handicapped to realize that their own problems are not unique. 
12. Placing handicapped children in a regular classroom accentuates 
the differences between them and their nonhandicapped peers. 
13. Special classes for the handicapped are not conducive to the 
fostering of the motive to achieve. 
14. Children placed in self-contained special education classes are 
more likely to be perceived as different as opposed to when they 
are placed in regular classes. 
15. Special class placement leads to an estrangement between the 
handicapped and their normal peers. 
16. The handicapped child in the regular classroom consumes too much 
of the teacher's time and attention. 
17. Special class placement results in a loss of self-esteem on 
the part of handicapped students. 
18. When placed in a regular class, handicapped children exhibit 
inappropriate behavior. 
19. Integrating handicapped children in regular education contributes 
to negative behavior patterns on the part of the nonhandicapped. 
20. The presence of a handicapped child in the regular classroom 
inhibits the progress of his nonhandicapped peers. 
21. Segregration of the handicapped in education provides them with 
a distorted view of reality thus aggravating the handicap. 
22. Segregating the handicapped in special classes contributes to 
a self-fulfilling prophecy that operates when children are labeled. 
23. The social status of handicapped children as perceived by their 
nonhandicapped peers will be enhanced through their interaction 
in regular classrooms. 
24. In the special class, emphasis is placed more on disability 
than on ability. 
25. Integrating handicapped children with normal children provides 
the handicapped with appropriate role models. 
26. The range of abilities confronting a regular teacher when 
handicapped students are present in the class reduces the 
effectiveness of the teacher. 
27. Handicapped children cannot profit greatly from ordinary schooling. 
28. Segregating the handicapped frees normal pupils from restrictions 
imposed upon them when they are made to interact with the 
handicapped. 
29. Handicapped children placed in special classes hold more negative 
attitudes toward school when compared with those placed in regular 
classes. 
30. Due to their lack of self control, it is inadvisable to integrate 
handicapped children into regular classes. 
Section II 
Background Variables 
Please circle the FOLLOWING AS THEY APPLY TO YOU. 
SEX: Male Female 
AGE RANGE: 21-40 41-Above 
YEARS OF TEACHING EXPERIENCE: 1-10 Years 11 Years-Above 
GRADE LEVEL TAUGHT: 8 9 10 11 12 
Very low Low Average High Very High 
My degree of success 
to date in dealing 
with special needs 
students in the regular 
classroom has been: 
Very low Low Average High Very High 
The availability of 
additional support 
services for accommo¬ 
dating special needs 








etc., has been: 
THANK YOU KINDLY FOR YOUR ASSISTANCE. 
Appendix II 
CHECKLIST FOR PLANNING INSERVICE 
Check When Completed 
Selection of Objectives 
1. Identified objective 
Surveyed teachers 
Consulted competency lists 
2. Validated objectives 
Observed classrooms 
3. Prioritized objectives 
Selection of Staff 




3. Others in local education agency 
4. State education agency 
5. Institution of higher education 
6. Professional organization 
7. Other 
Arrangements for Incentives 
Arranged for one or more of the following incentives (check all 
that apply): 
1. Released time 
2. Payment 
3. Academic credit 
4. Salary step credit 
5. Certification renewal 
6. Personal recognition 
7. Ongoing support 
8. Other 
Delivery of Content 
Planned to use: 
1. Active participation 
2. Self-directed learning 
3. Practical applications 
4. Demonstrations 
5. Media 
6. Opportunity for practice 
7. Several options of content 
Level of Intensity 
Selected the following level of intensity: 
1. Information dissemination 
2. Classroom applications 
3. On-site consultation 
4. Direct inservice 
Evaluation of Effectiveness 
Planned to use one or more of the following for evaluation 
(check all that apply): 
1. Teacher behavior change 
2. Student behavior change 
3. Test of knowledge 
4. Input costs 
5. Other 
Browder, Diane. "Guidelines for Inservice Planning," Exceptional 
Children, Vol. 49, Number 3, January, 1983, The Council for Exceptional 
Children, p. 303. 
Appendix III 
4491 Dorset Circle 
Decatur, GA 30035 
January 18, 1984 
Dr. Ernest Halford 
Assistant Superintendent of Instruction 
3770 N. Decatur Road 
Decatur, GA 30032 
Dear Mr. Halford: 
I am currently enrolled in an Education Specialist Degree Program 
in Special Education at the Atlanta University in Atlanta, Georgia. 
In order to fulfill a requirement for this degree, I must complete 
a thesis. 
I am writing a thesis on the Modification of Teacher Perceptions 
of the Academic Cost of Mainstreaming. I would like to distri¬ 
bute a questionnaire to those regular teachers who have Special 
Education students mainstreamed in their classes at Columbia and 
Towers High Schools, to survey their perceptions of the academic 
cost of mainstreaming. 
I would greatly appreciate your permission to administer this 
questionnaire. 
Sincerely, 
Janza H. Harris 
4491 Dorset Circle 
Decatur, GA 30035 
January 10, 1984 
Dr. Liora Schmelkin 
Assistant Professor 
Hofstra University 
Hempstead, NY 11551 
Dear Dr. Schmelkin: 
In an article published by the Exceptional Children's Magazine, 
"Teachers' and Nonteachers' Attitudes Toward Mainstreaming", 
1981, you refer to the administration of a Mainstreaming Question¬ 
naire that included two subscales: Academic Costs of Mainstream¬ 
ing and Socio-Emotional Costs of Segregation. This article 
addresses a problem I am researching. I am appealing to you for 
your help. 
I am currently enrolled in an Education Specialist Degree Program 
in Special Education at the Atlanta University in Atlanta, GA. 
In order to fulfill a requirement for this degree, I must com¬ 
plete a thesis. 
I am writing a thesis on the Modifications of Teacher Perceptions 
of the Academic Cost of Mainstreaming. I should like to use your 
instrument for assessing teacher perceptions. 
Would you please send me a copy of the questionnaire with a 
breakdown of the questions' subscale: Academic Costs of Main- 
streaming and Socio-Emotional Costs of Segregation, along with 
the Scoring Key you may have used. I would greatly appreciate 
your attention to my requests 
Thank you. 
Sincerely, 
Janza H. Harris 
4491 Dorset Circle 
Decatur, 6A 30035 
September 21, 1984 
Dr. Liora Schmelkin 
Assistant Professor 
Hofstra University 
Hempstead, NY 11551 
Dear Dr. Schmelkin: 
Thank you for sending me the Academic Cost of Mainstreaming 
and Socio-Emotional Costs of Segregation Questionnaire. It 
will be very helpful in assessing teacher perceptions of main- 
streaming. 
There are several questions I have pertaining to the instru¬ 
ment. I would appreciate a clarification and explanation 
to these questions: 
- What was the reason for mixing the academic cost 
questions with the socio-economic questions in 
the same questionnaire? 
- Why was this particular scoring method used and how 
was it devised? 
- Why were negative and positive numbers used? 
- What is the reliability of this instrument? 
- What decision rule did you use to show the level 
of significance of the scores. 
I would appreciate your assistance in interpreting the 
questionnaire. Any information you may have pertaining to 
it would be of value to me. 
Thank you for your help. 
Sincerely, 





Janza H. Harris, Resource Department 
Towers High School 
February 16, 1984 
The tremendous amount of paper work we all encounter as 
teachers is often overwhelming. There are numerous tasks 
to perform in this profession. I do empathize with you. 
Therefore, I am apologizing for making this request. If 
you have not already done so, would you please return the 
Academic Cost of Mainstreaming Questionnaire. I am 
greatly indebted to you for participating in this survey. 
4491 Dorset Circle 
Decatur, GA 30035 
January 17, 1984 
Ms. Betsy Primm 
385 Glendale Road 
Scottdale, GA 
Dear Ms. Primm: 
I appreciate your consideration to help me. I apologize 
for not personally explaining my situation. 
I am currently enrolled in an Education Specialist Degree 
Program in Special Education at the Atlanta University in 
Atlanta, Georgia. In order to fulfill a requirement for 
this degree, I must complete a thesis. 
I am writing a thesis on the Modifications of Teacher 
Perceptions of the Academic Cost of Mainstreaming. I am 
planning to held three inservices at Towers High School. 
However, I am expected to meet my university committee 
after I have administered pretests to two high schools. 
A computerized item analysis has to be done and the results 
have to be approved by the committee members. Therefore, 
as a result of this, I am unable to finalize dates for the 
inservices. 
You expressed concern that you have commitments during 
January and February. In order to accommodate you and to 
allow me time to complete preliminaries, I would like to 
suggest that we plan for the month of March. 
I will notify you well in advance of a definite time. 
Thank you for being patient with me. 
Sincerely, 
Janza H. Harris 
Towers High School 
3919 Brookcrest Circle 
Decatur, GA 30032 
Mr. Tim Smucker 
Robert Shaw Center 
Glendale Road 
Scottsdale, GA 
Dear Mr. Smucker: 
I have desperately tried to contact you by a visitation and 
phone calls. However, I am making this attempt to reach you 
in an appeal for your help. 
I am currently enrolled in an Education Specialist Degree 
Program in Special Education at the Atlanta University in 
Atlanta, Georgia. In order to fulfill a requirement for this 
degree, I must complete a thesis. 
I am writing a thesis on the Modification of Teacher Perceptions 
of the Academic Cost of Mainstreaming. I am planning to 
hold three inservices at Towers High School. 
I would like for you and Billie Brown to present an inservice 
for me on April 4, 1984. Information regarding the inservice 
is attached. Please see Billie for further details. 
I would greatly appreciate your cooperation. 
Sincerely, 
Janza H. Harris 
MEMORANDUM 
TO: Inservice Personnel 
FROM: Janza H. Harris 
Resource Department 
Towers High School 
SUBJ: Academie Cost of Mainstreaming Inservice 
DATE: March 5, 1984 
I am enclosing the information pertaining to the inservice 
we've planned. A reminder will be sent to you prior to the 
inservice date. 
I sincerely thank you for your cooperation. 
Sincerely, 
Janza H. Harris 
This list is provided to give you some idea of the topic for 
the inservice. Please feel free to utilize anything you may 
have of your own; materials, methods, ideas. Your inservice 
will include 20 to 25 people, composed primarily of regular 
education teachers. The inservice should only be 45 minutes to 
an hour in length. 
Ideas for inservice 
1. Provide information pertaining to the academic cost of main- 
streaming. Academic Cost deals primarily with possible detri¬ 
mental effects of mainstreaming on the conduct of the regular 
classroom and on the academic progress of both normal and 
handicapped students. These include items dealing with 
disruption of usual routines (e.g., "The handicapped child 
in the regular classroom consumes too much of the teacher's 
time and attention") as well as possible hindrances to 
academic progress (e.g., Handicapped children cannot profit 
greatly from ordinary schooling"). Li ora P. Schmelkin, 
"Teachers' and Nonteachers' Attitudes Toward Mainstreaming," 
Exceptional Children, Vol., 40, 1973, pp. 44. 
2. Tips of time-saving techniques for regular ed. teachers 
3. Characteristics of LD/BD children 
4. Classroom management techniques 
5. Information pertaining to special education services or 
programs available to regular education teachers 
6. Definitions or examples of perceptual problems or behavior 
problems 
7. Coping techniques 
8. Responsibilities of regular education teacher to handicapped 
child 
9. Assessments procedure of LD/BD children 
10. Planning for individualized instruction 
11. Creating a positive classroom climate 
12. Referral procedures 
13. Recognition of exceptional conditions 
a. physical limitations 
b. emotional problems 
c. special talents 
14. Provide handouts or visual displays 
MEMORANDUM 
TO Teachers 
FROM Janza H. Harris 
DATE March 22, 1984 
SUBJ Special Ed. Inservices Invitation 
The Special Education Department is hosting three 
inservices with special guest speakers on these dates: 
March 28, 1984 - Diana Woodruff 
April 4, 1984 - Billie Brown, Tim Smucker 
April 14, 1984 - Betsy Primm 
The inservices will address specific aspects of the Dekalb 
County Special Education program and provide helpful tips to 
be used with special students. An overview of the programs 
we have here will be given. Inservices will be held in the 
Resource Room E-2. 
Please don't hesitate to attend any or all of these in¬ 
services even if your department has not been scheduled for 
a specific date. You are all invitdd. 
Appendix IV 
REDUCING THE ACADEMIC COST OF MAINSTREAMING 
INSERVICE AGENDA 
I. Greetings 
II. Introduction of Speaker 
III. Presentation 
IV. Wrap up - Evaluation 
NOTES: 
INSERVICE MANUAL 
Handouts prepared by Robert Shaw Center, Scottsdale, GA. 
Description of Program 
The child who has a general learning disability (educable) is one who has 
sufficient potential to acquire limited fundamental academic skills. He/ 
she is less adequate than the "average" child in mental (learning) efficiency. 
The overall aim of the school program for these children is to assist them 
in becoming self-sufficient adults and in reaching their educational potential. 
The organization of the classes consists of primary, intermediate, resource, 
and secondary. 
The primary program serves children whose ages are six through ten years. The 
curriculum revolves around physical and mental health, social experiences, 
academics, readiness activities, and speech and language development. 
The intermediate program serves children whose ages are ten troughly possibly 
fourteen years, depending upon mental and social abilities. The curriculum 
at the intermediate level is developed around two major areas of emphasis: 
improvement of social skills and development of proficiency in the under¬ 
standing and use of the academic skills. 
The resource type organization is used for pupils who remain in the regular 
classroom and receive tutorial help from the special education resource 
teacher. The resource teacher also works with the regular classroom teacher 
in order to provide the pupil with meaningful experiences. 
The secondary program serves pupils who are fourteen years of age and older. 
The seven curriculum areas include: (1) language development; (2) mathematics 
(3) social studies; (4) science; (5) consumer education; (6) social adjustment; 
(7) work adjustment. This program consists of a work-study program, pre- 
vocational training, and a program at the occupational Education Center. 
These programs provide assistance to pupils in order that they may obtain 
maximum academic and social skills. 
Vocational Rehabilitation works cooperatively with the school system to pro¬ 
vide counseling, medical examination, training and job placement for the 
secondary pupils. 
CHECKLIST OF CLASSROOM OBSERVATIONS ON PUPIL 
(to be checked by teacher) 
NAME GRADE TEACHER 
I. ORAL READING AND GROUP INSTRUCTION PERIODS 
Word Recognition Skills Comprehension 
Basic sight vocabulary 
Tries to sound words 




Tries to analyze 
structure 




Uses context clues 
Answers factual questions correctly 
Gives main ideas 




Gives sensible reasons on 
thought questions 
Gives fantastic, irrelevant 
reasons on thought questions 
JJnable to relate reading and 
experiences 
Relates reading to experiences 
_Expression in reading 
Peer Relationships Location of Information 
Gets along well with girls Uses index 
Gets along well with boys Uses table of contents 
Respects others Uses dictionary 
Disturbs others Uses maps 
Works alone only Uses diagrams 
Works well with one Uses encyclopedia 
other student 
II. SILENT READING SITUATION (FREE-CHOICE READING OR LIBRARY TIME) 
Location of Material Attitude Toward Reading Oral Reading Level 
Finds suitable book Engrossed in book primer 
quickly Enjoyment evident first 
Follows suggestions Independent second 
of other students Depends upon others third 
Has teacher help Uninterested, resists fourth 
Uses library classi- or avoids reading fifth 
fication Easily distracted sixth 
Uses table of contents Other seventh 
Takes useful notes other 
Selects too advanced 
books 
Unable to find any 
book of interest to 
him 
Methods of Control Strategy Outline 
1. Observe students for target students—behaviors to observe: 
a. attending behavior g. teacher-pupil interaction 
b. within instructional group h. non-classroom behavior 
with teacher i. hallways 
c. in one-to-one setting j- play and recreation areas 
d. within instructional group k. lunchroom 
without teacher 1. reaction to instruction 
e. interactions m. reaction to assignments 
f. pupil-to-pupil interaction n. others 
2. List target students. 
3. List target behaviors of target students. 
Remember when observing behavior to notice: 
a. people present 
b. activity going on at time of observation 
c. physical conditions 
d. time of day 
4. What is the behavior problem? 
5. Is this inappropriate for this child? 
6. Under what conditions does it occur? 
a. who is present d. 
b. what activity is occurring e. 
c. is the activity appropriate 
7. What is frequency of occurrence? 
8. What usually preceeds problem? 
a. present stimulation 
b. missing stimulation 
9. What usually follows problem? 
a. present reinforcement 
b. missing reinforcement 
10. What outcome do you want? 
11. How close does his existing behavior approach the desired? 
12. Does this involve extination of old or just learning a new behavior or both 
13. What model would you use? 
14. What reward will be used? 
15. What rate will rewards be given out (continuous, fixed time interval, 
fixed ratio, variable or rate)? 
16. What is needed to implement strategy? 
17- What procedures will be used to carry out the plea? 
18. Implement design 
19. Has problem behavior diminished? 
20. Procedures for continuing student training: 
a. Check off behavior problem modified 
b. Choose next behavior problem with highest frequency and/or quality 
rating. 
is the material appropriate 
what are the physical conditio 
(silent reading situation - continued) 
Physical Factors Interests 
Holds book too close 
to face 




Eyes red or watery 
Complains of headaches 
Complains of dizziness 











_Cars, planes, trucks, boats 
Armed services 
. LISTENING SKILLS 
Interest 
Listens attentively 
Listens part of time 
Easily distracted 
Restless and preoccupied 
Speeded reading abilities 
Speed of reading poor 
Speed of work in content subjects 
poor 
Skimming and locating information 
skills poor 
Comprehension 
Evident appreciation of story- 
talks about it 
Asks related questions 
Responds to humor and excitement 
_Answers factual questions 
Tells main ideas 
Tells whole story accurately 
_Relates ideas to own experiences 
Study Abilities 
^Reading details, directions, 
arithmetic-poor 
-Organization and subordination 
of ideas-poor 
-Elaborative thinking in reading - 
-Critical reading- poor 
_Use of table of contents, 
references- poor 
Reading Interest and Effort 
Voluntary reading 
Variety of reading 
Self-directed work 
CHECKLIST FOR SECONDARY SCHOOL TEACHERS 
TO ASSESS LEARNING DISABILITY1 
Not at all Occasionally Frequently 
Reading 
1. Reading is mechanical, without 
expression    
2. Guesses words based upon a few 
letters (the first, last letters)     
3. Reads unevenly   
4. Reads past mistakes without attempting 
to correct errors regardless of meaning 
5. Reads very slowly, sounding out 
words as he goes   
6. Repeats words, loses place, goes 
back to find place   
7. Unable to blend sounds together to 
get wor s   
8. Moves lips during silent reading 
(subvocalizes)   
9. Does not seem to understand what he 
or she has read despite being able 
to read fluently   
10. Comprehends what is read to him/her 
better than what he/she reads himself  
11. Does not read willingly. 
Writing 
1. Organizes ideas into meaningful para¬ 
graphs 
1Adapted from Gazette of the Massachusetts Association for Children with Learning 
Disabilities, op. cit. 
2. Punctuates correctly 
Listening 
1. Does not seem to listen to instruc¬ 
tions 
2. Does not attend to what is 
happening in class 
3. Seems to misunderstand language 
Math 
1. Does he understand place value of 
number? 
2. Does he have difficulty in spatial 
concepts? measurement? 
3. Does he have difficulty with 
time concepts? Seem unaware of 
relative passage of time? Is 
he always late? 
4. Does he understand borrowing and 
carrying in math? 
5. Can he remember math facts ( 
additions and multiplication) 
and recall them automatically? 
6. Do language problems cause diffi¬ 
culty? 
Attitude 
1. Does he follow through on assigned 
work in an organized fashion? 
2. Does he follow through on assigned 
work but become disorganized and 
fail to complete assignments? 
3. Does he often appear lethargic or 
apathetic, yawn, appear bored and 
without energy? 
4. Does his oral performance far 
excel his performance in 
written or reading work? 
5. Does he seem to feel inadequate, 
negative and put himself down? 
Not at all Frequently Occasionally 
6. Does he tend to be a loner, seek 
out younger children or adults? 
Writing 
1. Writes complete sentences 
2. Reverses letters in a sequence 
e.g., calm-clam, girl-gril, 
dirt-drit, saw-was 
3. Spells phonetically, does not 
write non-phonetic words 
correctly, e.g. thier, howse, 
eiate, etc. 
4. Erases, crosses out, messes up 
work with scribbling when it 
does not please him.   
5. Does not write within lines on paper, 
ident paragraphs or follow correct 
form for writing   
6. Written work deteriorates when under 
pressure of time testing or when work 
is long or demanding.   
7. Work shows poor placement on a page. 
Work is spaced erratically on the 
paper, especially math or science 
drawings   
8. Avoids written work though highly verbal 
in class 
Speaking 
1. Articulates clearly and understandably 
2. Pronounces ending sounds in words 
correctly 
Not at all Occasionally Frequently 
3. Has tendency to confuse words he 
hears: profane becomes propane, 
animal becomes aminal, very 
becomes revy 
4. Speaks quickly, nervously, thus 
is hard to follow or understand 
at times 
5. Answers questions tangentially and 
has difficulty in getting to the 
point of what he is trying to 
say 
6. Has difficulty finding the 
correct words when speaking 
7. Interrupts himself when speaking 
distracts himself and changes 
the subject, is fragmented and 
disorganized 
8. Does he handle his frustration 
by acting out behavior? 
9. Does he shy away from anything 
new academically, socially, 
athletically for fear of failure? 
10. Does he have a shorter attention 
span than most of his peers? 
11. Does he claim not to need help? 
Avoid coming for help after school 
or during tutorials for fear of 
appearing "stupid," a "dummy?" 
The following additional Guide for use by teachers in identifying students 
with learning disabilities was included in "Learning Disability Report" of the 
Robert E. Bell Middle School, Chappaqua, New York. 
Guide Used by Teachers in Identifying Students with Learning Disabilities 
The following information is a learning disability inventory which may be 
used as a guide in the identification of a learning disabled student: 
(1) Poor visual perception functioning: 
a. Does he consistently reverse letters, words in either reading 
or writing? 
b. Does he have difficulty in written expression? 
c. Does he have poor penmanship? 
d. Can he copy correctly from a book - from the blackboard? 
e. Can he follow written directions? 
f. Is his written work poorly organized? 
(2) Poor auditory perceptual functioning: 
a. Can he follow oral directions? 
b. Can he tell a story in proper sequence? 
c. Does he have difficulty in orally expressing ideas 
which he seems to understand? 
d. Is he inattentive during oral presentation of class work? 
e. Is his written expression better than his oral? 
f. Does he have poor comprehension of oral language? 
(3) Marked memory problems 
(4) High distractibility, poor attention or general inability 
to carry out directions independently: 
a. Does he have a short attention span for his age? 
b. Does he repeatedly fail on a day-to-day basis to retain what 
he has been taught? 
)5) Activity levels: hyper-hypo which seriously interfere with 
educational progress: 
a. Does he get silly or angry more often or more violently than 
other children in the classroom? 
b. Is he passive, a daydreamer or withdrawn? 
The inclusion of this Guide represents a realistic approach to the 
problems faced by teachers in a school system where testing is available. 
It guides teachers into a more aware selection of those students requiring 
further specific testing. 
REINFORCERS FOR SECONDARY STUDENTS 
Talking with a friend 
Choosing classmates to work with on a project 
Leaving school early 
Leaving school for lunch 
Working for the janitor 
Cleaning up the school grounds 
Grading papers 
Taking messages to other teachers 
Delivering attendance slips to the classrooms 
Movies 
Sitting with whom you wish 
Operating A-V equipment 
Playing games in class 
Honor rolls 
Certificates of merit 
Trophies 
Preparing seasonal bulletin boards 
Typing for the teacher 
Picnics 
Positive progress reports to parents 
Soft drinks 
Cancellations of detentions 
Listening to the radio 
Listening to records 
File papers for teachers 
Field trips 
Working in the library 
Extra gym period 
Longer lunch period 
Hall monitor 
Permission to "skip" school 
"Manager" of A-V equipment (delivers and sets up equipment for teachers) 
Noon hour equipment manager (ckecks it out and sees that it gets back) 
Gets to say noon prayer 
SETTING UP A REWARD SYSTEM 
1. Assess social skills 
a. Make a list of specific skills you need to work on for each child. 
2. Take from the list in step 1-a, those behaviors found common to the 
whole room and list them as the behavior skills on your Task Chart. 
3. Assess reward types. 
a. By each child's behavior skills to work on, also list the rewards 
he will work for or that you will use on him to improve a behavior. 
4. Take from step 3-a, those rewards found common to the room and list 
them on the Reward Chart. 
5. Assess reward rate and model for each child listing what works best 
for each child. 
6. Set up a Reward Corner. 
a. introduce reward system to the class telling them about the 
Task Chart, Reward Chart, Reward Corner and how it works. 
b. explain how the child will earn the rewards whether it be 
points, checks, work completed, teacher approval or what. 
7. Role play the system. 
8. Meet with the individual children to explain particular behaviors 
you want to work on with them. 
9. Where students from other rooms are involved meet with those teachers 
to set up means whereby credit for work in one room can be cashed in 
another. 
10. Put the system into effect. 
SUGGESTIONS FOR TEACHERS 
A - Modifications for Evaluation 
1- Give objective instead of essay tests. 
2- Use concise, concrete directions. 
3- Adjust the time factor - give additional time to complete test. 
4- Consider use of oral instead of written tests. 
5- Use frequent short tests on short units of material. 
6- Review and narrow scope of material to be studied for test. 
7- Design extra credit bonus projects. 
8- Give tests with readability adjusted to student. 
9- Allow test to be taken in environment which has least distractions. 
B - Modifications for Grading 
1- Build in a substitute question on test. The student is allowed to 
substitute 1, 2, 3 questions of his own for an equal number he 
does not know on the teacher made test. The teacher can make a 
judgment on the value of the replacing questions. 
2- At least 10% of any test is likely to be inappropriate to a given 
student. Permit an elimination privilege of 10% of the questions. 
3- A postponement element may be used. This option may include a 
specified number of questions to be answered at a future time - 
the next day, next week or possibly used as take home questions. 
This provision allows time for needed information to be learned. 
4- State that students may seek to clarify a question during the test. 
Clues may be given without penalty or at a value of one point per 
hint. 
5- Have the test read into a tape recorder so that students have an 
option of reading questions or listening to them. For those with 
written language, spelling and/or syntax problems, allow the student 
to dictate answers into a tape recorder. Another option would allow 
the student to dictate answers to a cross-peer tutor who will write 
the dictated answers for him. 
C - General Suggestions 
Each student will need an advocate. This may be a Vocational Counselor, 
a Special Education teacher, academic teacher or school counselor. The 
advocate may: 
1- Ensure that teachers are aware of the type of learning deficits the 
student has as well discussing implications for the student's 
ability to cope with the course. 
2- Meet at frequent intervals with the youth to offer support and 
direction. 
3- Assist youth with suggestions for solving areas of difficulty. 
4- Help the youth with temporal planning and organization of study 
habits and homework. 
5- Provide reality counseling designed to overcome unreal expectations, 
improve coping skills, and overcome non-acceptable societal behavior. 
SOCIAL REINFORCEMENT - Positive verbal phrases 
All right 
Absolutely right 
























I like that 
I appreciate your attention 
I know how you feel 
I like the way (name) explained it 
I wish you would show that to the 
class 
I'm glad you're here 
I'm pleased 
I'm so proud of you 
Keep going 












Show us how 






That shows a great deal of work 
That's good work 
That's the correct way 
That is clear thinking 
That is right 
That is very imaginative 
That was a good choice 
That was very kind of you 




We are proud of you 
We think a lot of you 
Well done 





You are improving 
You do so well 
You have done a good job 
You catch on very quickly 
You make us happy 
You perform very well 
You should be very proud of this 
You're doing fine 
CHARACTERISTICS OF THE ADOLESCENT WITH LEARNING DISABILITIES 
1. Lack of Organization 
A. Has no system for use of time, space, or resources. 
B. Does not indicate understanding of logical order. 
C. Displays inability to preplan for any life or school activity. 
He/she is frequently late or absent; forgets homework, 
books, equipment; neglects homework or does it incom¬ 
pletely. 
2. Attention Deficits 
A. May have short attention span. 
B. Can be easily distracted. 
C. Will perseverate in speaking and/or writing. 
D. Does not display thought continuity in either the spoken or 
written language. 
He/she may suddenly stop working; is disturbed by sound or 
movement; taps floor or desk constantly; may write or draw 
on anything available; may leave seat or walk out of classroom. 
3. Resourcefulness Deficits 
A. Fails to use initiative unless given direction. 
B. Is unable to do "on the spot" thinking unless led into it 
gradually. 
C. May hesitate to use creativity for fear of criticism for being 
different. 
He/she has a poor self-image and feelings of defeat; may call 
him/herself "dummy" and proceed to act like one; may feel he/she 
can only succeed verbally. 
4. Disorders of Memory and Thinking. 
A. Cannot always think things through to completion. 
B. Displays difficulty with concepts of time and sequencing. 
C. Is not able to conceptualize ideas for abstract thinking. 
D. May have deficits in long and/or short term memory. 
He/she makes excuses for inability to perform or accomplish tasks; 
refuses to discuss or perform verbally because of the frustration 
it causes; has fear peers will make fun of the errors he makes 
in thought processes. 
5. Integrative Thinking 
A. Cannot understand concepts unless presented in very concrete terms. 
B. Experiences difficulty in extracting central ideas and supportive 
ideas. 
C. Has little ability in conceptualizing. 
He/she does not understand innuendos; takes everything said to him/her 
at face value; cannot "read" body language expressing approval, dis¬ 
approval, rejection, or hostility; subleties elude him. 
